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ABSTRACT
The primary concern of the present study is to investigate the
interaction of attitudes, motivation and achievement in English as a
foreign language in a new social and monolingual setting. More
specifically, the study examines the relationship between Bangladeshi
high school students' motivational orientation and their achievement in
English as a foreign language. The study further investigates the
possible effect of gender and academic major on students' attitudes and
motivation and examines the influence of parents and teachers on
students' attitudes and motivation to learn English.
The data for the investigation have been gathered from 240 tenth
grade students randomly selected from high schools in Dhaka City,
Bangladesh using a modified version of the Attitude/Motivation Test
Battery developed by Gardner (1985b) and an Achievement Test prepared
by an English Language Teaching Task Force set up by the Government of
Bangladesh in 1975. Besides the data collected from the students, data
have also been collected from their parents and thirty English Language
Teachers from the schools under investigation. The questionnaire used
to collect data from the parents has been modelled on Colletta (1982).
Teachers' attitudes are assessed through a questionnaire developed
specifically for the present study.
The data resulting are then analyzed following a system of
progranmes known as Statistical Packages for the Social Sciences
(SPSSX)	 and
	 using	 the	 following	 statistical	 techniques
frequency-distribution, 	 Pearson's	 product-moment	 correlations,
Students' t-tests and factor analysis.
Analysis of the data reveals that the students in this study are
instrumentally oriented towards learning the English language and that
an instrumental orientation is a better predictor of achievement than
an in egrative orientation. Achievement in English is facilitated by
favourable attitudes towards and a strong motivation for learning the
language. The results further show that attainment in English is
related significantly and positively to students' attitudes towards the
learning situation. The sex of the learners is not found to have a
significant effect on either attitudes/motivation or achievement.
Although the academic major does not have any significant effect on
students' attitudes and motivation, it affects their attainment
significantly. Parents play a significant role in children's
attitudinal/motivational development. However, the results suggest a
modest positive association between teachers' and students' attitudes
to the target language.
Based on the results of the study, certain recommendations for EFL
study in Bangladeshi high schools are made. The investigator
particularly recommends that English language teaching programmes for
Bangladeshi high school students should focus on maintaining a
motivating language-learning atmosphere with good language-learning
incentives in which the experience of language learning is a rewarding
one.
The findings of the present study suggest the need to reconsider
Gardner and Lambert's hypothesis that an integrative orientation is a
more powerful incentive to second/foreign language learning than an
instrumental orientation. It is further recommended that a parallel
study be undertaken with samples from different grade levels to see if
there are any similarities or difference in regard to attitude,
motivation and achievement.
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1Chapter One 
Introduction
There are three basic components in the learning process of a
second/foreign language: a) the learners, with their
characteristics, including aptitude, intelligence and motivation;
b) the teachers, with their proficiency in the foreign language,
their professional qualifications, and the methods they use in their
teaching; and c) the curriculum, with its materials, teaching aids
and evaluation tools. Intelligence, aptitude and methodology have
traditionally been considered to be the uneven factors in successful
language learning, and second/foreign language educators have
concentrated their efforts on refining methods and developing
materials that serve these methods, on improving teachers'
qualifications, and on refining achievement and proficiency tests.
However, if intelligence, aptitude, and methodology are the only
important factors in the second/foreign language learning process,
how is one to account for the fact that people with comparable
intellectual abilities and aptitude, taught through the same method
of instruction by the same teacher, reach varying levels of
proficiency in the same target language? Social-psychology suggests
that attitudes and motivation bring about this difference.
Attitudes determine our behaviour and "influence our speed and
efficiency of learning" (Lambert and Lambert, 1973, p. 77). 1	In
terms of general scholastic success, Lum (1960) 2 shows that
achievement differences in people of similar aptitude may be
attributed to attitudinal and motivational differences. The results
2of several other studies (e.g. Gardner, 1966, 3
 Gardner and Lambert,
19594 ;	 19725 ;	 Gardner, Smythe, Clement and Gliksman, 19766;
Spolsky, 1969 7 ) also have demonstrated that although aptitude and
intelligence are, indeed, variables which can predict success,
attitudes and motivation also play a vital role in second language
achievement.
Atti udes play a vital role in students' ability and success in
learning a second/foreign language. How students feel about what
they are learning and about what they have to do to learn can make a
difference to the success they will have in learning. Nida (1957)8
indicates the importance of attitudes in foreign language learning,
arguing that the language learning situation is usually analysed in
terms of individuals' intelligence, a proper exposure to the target
language, the adequacy of textbooks, the orientation of teachers and
so forth; however, despite the provision of these 'outside' aids,
the failure of some students remains a mystery. Nida suggests that
teachers tend to be so much pre-occupied with the development of
techniques that they ignore some crucial psychological problems and
thus under-evaluate students.
Studies (e.g. Burstall, 1975 9 ; Gardner, 1979 10 ; Jacobsen and
Imhoof, 1974 11 ; Jones, 1949 12 ; 195013 ; Jordan, 1941 14 ; Lambert,
1967 15 ;	 Mueller and Miller, 1970 15 ;	 Neidt and Hedlund, 196717;
Scherer and Wertheimer, 1964 18 ; Sharp et al. 1973 19 ) have shown
that achievement in learning is directly related to the attitudes of
learners towards the subject matter and the learning task itself.
It has been demonstrated that positive attitudes enhance learning
while negative attitudes can hinder or even prevent learning.
3 -
Studies (e.g. Discik, 1972) 20 have also demonstrated that attitudes
are learned and thus can be changed. This may possibly help to
increase students' chances of achieving success in learning a
second/foreign language.
If teachers cdn find how students feel about specific aspects
and activities in the foreign language learning process, then it may
be a relatively easy task to make the adjustments necessary to
increase learning potential. 	 The teacher needs to change or
eliminate those elements that evoke negative attitudes and which
hinder learning.	 One should capitalize on those factors that
engender positive attitudes and thus enhance learning. 	 By
emphasizing those activities that inspire positive attitudes,
teachers can provide a more positive and pleasurable experience in
second/foreign language learning, thereby increasing students'
success in acquiring the language (Gunderson and Johnson, 1980) 21 .
Research conducted in Canada and the United States (e.g.
Gardner and Lambert, 195922 ; 1972 23 ) indicates that attitudes and
motivation have a strong relationship to second/foreign language
learning. Gardner and Lambert suggest that a serious student of a
foreign/second	 language who has an open,	 inquisitive and
unprejudiced orientation towards the learning task, is more likely
to become an acculturated member of a new linguistic and cultural
community as he/she develops a mastery of the other group's
language.	 Advancing towards biculturality could have various
effects on different language learners, such as providing enjoyment,
causing resentment, anomie, fulfilment of a goal, etc. (Gardner and
Lambert, 1959) 24 . Thus, if social psychological factors could have
4 -
such an impact on the student of a language, one wonders whether the
target language learner's views of foreign people and his/her
orientation towards the learning process might enhance or hamper the
process of developing competence in the language he/she is learning.
Gardner and Lambert's study was an attempt to understand
intercultural and interpersonal communication. They constructed a
"social-psychological theory of language learning". 	 Gardner and
Lambert (1972) 25 maintain that the successful learner of a
second/foreign language must be psychologically prepared to adopt
various aspects of behaviour which characterize members of another
linguistic-cultural group. 	 The learners' ethnocentric tendencies
and their attitudes towards the members of the other group are
believed to determine how successful they will be, relatively, in
learning the new language. Their motivation to learn is thought to
be determined by their attitudes towards the other group in
particular and towards foreign people in general and by their
orientation towards the learning task itself. The orientation is
said to be "instrumental" in form if the purposes of language study
reflect the more utilitarian values of linguistic achievement, such
as getting ahead in one's occupation. By contrast, the orientation
is "integrative" if students wish to learn more about the other
cultural community because they are interested in it in an
open-minded way, to the point of eventually being accepted as a
member of that other group.
Gardner and Lambert and their associates agree that the
attitudes of language learners do not directly 	 influence
achievement, but serve as "motivational support". They assume
5that attitudes influence an individual's level of motivation and
that the level of motivation influences how successfully an
individual learns the language.
This generalization is based on results of studies conducted in
Canada as well as in the United States by Gardner and Lambert and
their associates (e.g. Clenent, Gardner and Smythe, 1977b28;
Feenstra, 1967 27 ; Gardner, 196028 ; Gardner and Smythe, 1975b29).
Much of the research (reviewed in Chapter III) conducted by Gardner
and Lambert and their associates in the North American settings show
thdt when learners de onstrdte an integrative orientation, they
become more proficient in the second language.	 However, other
research has yielded contradictory findings (see for example,
Gardner and Lam er , 1972
30
, the Philippine Study; Gardner and
Santos, 197031 ; Luk ani, 1972 32 ).
In two studies conducted by Gardner and Santos (1970) 33 and
Gardner and La bert (1972, the Philippine study) 34 the setting was
the Philippines and the target language being studied was English.
The importance of English as a second language in the Philippines is
of a different order from that of French for English-speaking North
Americans. In the Philippines, English has a very special status.
Not only has it been the language of economic life and for a long
time the s le medium of instruction, but it is also a language that
is rarely spoken in the home. There are over sixty languages spoken
in the Philippines, but English has been the major language of
instruction since the early 19005. English is currently the most
prestigious language of all and for the Filipinos it holds social,
economic, and personal importance (Gardner and Lambert, 1972) 35 .
6 -
The results of both the studies show that those who approached
the study of English with an instrumental outlook and who received
parental support in their views were clearly more successful in
developing proficiency in the language than those who did not adopt
an instrumental orientation.
The results of these studies in the Philippine setting were
particularly encouraging since they permitted the researchers
to make statements about certain aspects of the
second-language learning process that have
relevance outside North American settings
(Gardner and Lambert, 1972, p. 129).36
Gardner and Lambert (1972) 37
 conclude that
when there is a vital need to master a second
language, the instrumental approach is very
effective, perhaps more so than the integrative
(p. 130).
They also indicate
that each setting and each ethnolinguistic group
has its own fascinating pattern of
sociopsychological influences that change in
unexpected ways the manner in which attitudes
and motivation play their roles (p. 121).38
In another study,	 Lukmani	 (1972) 39 reports that for
Marathi-speaking Indian students learning English in India, those
with an instrumental orientation scored higher in the test of
English proficiency.
7Thus, additional research findings have not been consistent
with those of Gardner and Lambert's North American Studies.
According to the Asian studies conducted by Gardner and Lambert,
(1972, The Philippine Study), 40 Gardner and Santos (1970) 41 and
Lukmani (1972), 42 instrumentally motivated students scored higher in
English proficiency than integratively motivated students.
The major concern of the present study is to investigate the
interaction of attitudes, motivation and achievement in English as a
foreign language in a new social and monolingual setting with
distinctive characteristics of its own. More specifically the study
will try to examine the relationship between Bangladeshi High School
students' motivational orientation and their achievement in English
as a foreign language. In addition, it examines the motivational
orientation of parents and teachers in an effort to determine to
what degree parents and teachers influence students' motivation to
learn English.
1.1 Background : Language and Education in Bangladesh 
In order to have a better understanding of the distinctive
nature of the setting it seems advisable to provide some general
information about Bangladesh in terms of its education system, the
history of English language teaching locally and the present status
of English in the curriculum.
Pre-university education in Bangladesh consists of twelve years
of instruction, divided into three main stages : primary, secondary
and higher secondary. Figure 1.1 presents the pre-University
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9education levels in Bangladesh. Primary education is designed to
provide basic skills. The student generally enters at the age of
five and continues for five years. Secondary education in
Bangladesh is under the control of four boards of intermediate and
secondary education, one for each administrative zone of the
country. Most of the secondary programmes are privately sponsored
but are managed by public officials elected according to regulations
laid down by the Education Department. Some of the secondary
programmes are public and under the direct control of the
department.
General Secondary schools provide education in grades six
through ten. Eleventh and twelfth-grade education is given in
two-year higher secondary colleges and in the first half of
four-year colleges. Many of the four-year colleges offer both
higher secondary programmes and first-degree university programmes.
They are affiliated to an intermediate and secondary education board
for secondary studies and to a university for higher studies. In
addition to the general secondary institution, there are separate
institutions for religious instruction, which function within the
established system and receive some government funding; there are
also technical institutes which offer three-year programmes leading
to a diploma for graduates of the tenth grade.
The general secondary schools can be divided into junior high
school (grades 6-8) and high school (grades 9 and 10). At the end
of eighth grade, students take an examination for entry into high
school programmes, the successful students being allowed to continue
their education. After grade ten, students who successfully pass
- 1 0-
another examination are awarded the Secondary School Certificate
(SSC) and are eligible for entry into higher secondary colleges.
Students who successfully pass an examination at the end of the
twelfth grade are awarded the Higher Secondary Certificate (HSC)
examination and are eligible for tertiary programmes.
Bengali is the only medium of instruction from the primary
until the higher secondary level. 	 English is the only foreign
language taught compulsorily in the Bangladeshi Schooling System.
English is taught from the third grade and continues through to the
twelfth grade at the rate of about four hours per week. The medium
of instruction at universities in Bangladesh is also Bengali except
in the faculties of medicine and engineering. 	 However, in some
faculties English may also be used as an optional medium of
instruction. host of the students (about 80%) choose to write their
examinations in Bengali.
The fact that English became a subject in the school curriculum
in Bangladesh, which is notoriously homogeneous linguistically and
where 99
	 people speak Bengali, is a direct result of British
colonial rule. The origins of the present pattern of educational
structure in Bangladesh, which was inherited from India and
Pakistan, can be traced back to the period of British rule. It was
not because the term 'education' was unknown to the Indians or
because there existed an inadequate education system in that part of
the globe that the British wanted to educate or enlighten them by
introducing a better system, but because they totally misunderstood
or never bothered to understand the existing situation. As pointed
out by Coomaraswamy (1943, p. 389):43
Education in India has too often been treated ..
as if education had been unknown. Actually,
universities (Taxila, Nalanda, Nadia,
Totagamuwa, etc.) had existed in India since a
time before the beginning of the Christian era,
and these had been centers of practical as well
as theoretical instruction. Innumerable schools
of various kinds, ranging from Sanskrit colleges
to village schools for elementary teaching, all
self-supporting, existed in the nineteenth
century, and some of them still survive.
Vocational instruction was provided for by
apprenticeship.
The whole subject is complicated by the
differences between the educational ideals of
native India and those of the Western World.
Literacy, for instance, is less of a problem to
a culture based on highly developed oral
traditions. The "illiterate" Indian peasant may
be considered 'uneducated' according to Western
standards, yet because of his extensive oral
knowledge of a great traditional literature he
is not to be so considered according to Indian
standards.
As a result of this misconception on the part of the British
rulers, it was decided to form a class of persons "Indian in blood
and colour but English in tastes, in opinion, in morals and in
intellect" (Ibid, p. 389)44 . Hence the introduction of English
education in India.
However, the history is worth exploring further. Bengal was
the first area to become acquainted with English language in India
since it was at Calcutta that the English tradesmen disembarked
during the early part of the 18th century, and it was this part of
India which came under British colonial rule first when the Emperor
of Bengal was defeated by the East India Company in 1757. The
- 12 -
missionaries followed. They learnt the Bengali language initially
to preach Christianity, but later, they started establishing schools
where English was introduced as a subject of teaching in order to
smooth away the obstacles of communication. During this period,
though the British government was sympathetic towards attempts to
revive Indian learning, it did not entertain any idea of introducing
any system of education. From 1757 till 1835 the same state of
affairs prevailed with minor or no changes at all. In independent
India, scholastic or higher education was in Persian, Arabic or
Sanskrit. But when it too became a British colony, things altered
for the worse since there was no agreement on educational policy.
The Anglicists in India intended to give
priority to the development of higher
educational institutions and the creation of an
elite. But the Orientalists wanted to preserve
and promote the traditional literary languages
of India - Sanskrit, Persian and Arabic - while
the Anglicists wanted English as the medium of
instruction (Mukerjee, 1971, p. 376).45
The conflict was finally resolved in the Anglicists' favour. It was
Thomas Macaulay who prepared his famous Educational Minute of 1835
in which he justified the cause of English education. His views
were approved by the then Governor-General, Lord William Bentinck,
who declared by issuing an Order in Council on March 7, 1835:
.... that the great object of the British
Government ought to be the promotion of European
literature and science among the natives of
India; and that all the funds appropriated for
the purposes of education would be best employed
on English education alone (Ibid, p. 376).46
- 13 -
By the middle of the nineteenth century English schooling was
established and had made considerable progress. Thus the seed of
English language teaching was officially sown and continued to grow
steadily for over a century.
After independence in 1947 both Pakistan and India decided to
adopt national languages as media for education. But it was not an
easy task. During the period of British rule, a number of regional
languages were spoken in the sub-continent. The common link between
the regions of the sub-continent was provided by the English
language. It was through this language that modern knowledge was
acquired and communicated. This had continued for more than a
century, giving rise to two important consequences:
a) Since English was the medium of instruction in the schools and
colleges, scientific knowledge and success in government service
were available only to those possessing skill in English.
b) Since the regional languages of the sub-continent were not
employed in government, trade, education or the learned professions,
further enrichment of these languages languished.
Though the Pakistan Government, of which Bangladesh was a part
till 1971, recognized that the national languages (Bengali and Urdu)
should be given their due place, they were not unmindful of the
great importance of English in the life of the nation. However, no
definite policy was taken towards achieving the goal of national
language promotion for different reasons, the two main ones being
the snobbish attitudes of the bureaucrats and the language
- 14 -
differences of the two parts of Pakistan. And although Bengali was
introduced as a medium of instruction in schools, English was also
kept as an optional medium of instruction. At the higher secondary
and the university level, English was used as the only medium of
instruction till the late 1950s. It was during the early sixties
that Bengali was also recognized as an optional medium of
instruction alongside English. However, English continued to be
taught as a compulsory subject in the curriculum of the primary,
secondary and higher secondary levels for all students and in the
first degree (B.A.) university programmes in Arts. 	 The primary
objective of teaching English, as stated in the report of the
Nati nal Education Commission set up by the Pakistan Government in
1959, 47 was to enable the pupils to understand, speak, read and
write simple English. The report stated further that the teaching
of the subject should aim at the comprehension and correct use of
the language.
After the emergence of Bangladesh as an independent State in
1971, it was felt by th general population of the country that
since Bengali was spoken by 99% of people of the country, it should
be used as the only official language and should also be the only
medium of education at all levels. So the Government had to yield
to the popular demand, and it took two major decisions : a) English
would cease to be the official language forthwith and b) English
would cease to be the medium of instruction at all levels of
education. The Government stated the argument for the adoption of
the mother tongue as the medium for education as follows:
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a) The mother tongue is a powerful source for developing a sense
of nationhood. It is a symbol of a nation's dignity and it fosters
national pride.
b) The use of the language by both the intelligensia and the
masses helps remove class distinctions.
c) Education in English places an enormous strain on students
since it forces them to spend an undue proportion of their time
learning the language.
d) With the development of the mother tongue and its use at the
higher educational levels, the literature produced in the various
subjects, professions, trades, etc. becomes intelligible to the
common man and promotes progress in agriculture, commerce and
industry (see Government of Bangladesh, 1972).48
It was also keenly felt that the curriculum of different stages
of education then in use could not meet the demand of national
goals, fulfil the requirements of contemporary life and keep pace
with the explosion of knowledge.
	
The Government in 197249
accordingly set up a National Education Commission with
responsibility for studying the defects of the inherited education
system and recommending measures for reform and redirection so that
national reconstruction might be ensured through the instrumentality
of education. After reviewing the situation and after deliberation
with different sections of the population, the Commission
recommended significant short term and long term measures for
overhauling the system. These measures matched the aspirations of
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the people and were in conformity with the new nation's need for
educated citizenship and trained manpower to speed up economic and
social development. The reports of the Commission submitted in May,
1974
50
	included,	 inter alia,	 valuable suggestions
	
for the
reconstruction and remodelling of the curricula and syllabi of
different stages of education so as to achieve national goals. One
of the main considerations before the Commission was the assessment
of the place of English in the country. Though the Commission
recommended that Bengali should be the only medium of instruction,
it did not fail to point out categorically that every effort should
be made to remove the deficiencies in the language, especially in
the fields of science and technology, which would require a certain
length o time. Even after doing that, the country would need to
study a foreign language, which would obviously be English.
Emphas'zing the inportance of English, the Commission in its report
sta ed:
English is undoubtedly the most important and
widely spoken language in the world today. It
is the foremost medium of international
communication and information. Every day new
knowledge is being accumulated in English and
every	 year	 innumerable	 books,	 magazines,
journals and periodicals are published in the
language. Information in other languages is
also being translated into English regularly.
In recent times the English language has spread
so widely throughout the world that it is now
spoken and understood in every one of the
continents and widely used as a language of
diplo acy, commerce and industry. As an
international language English has gained so
much prestige that it can never be ignored
(Report of Bangladesh Education Commission, May
1974, p. 14, Clause, 4.7).51
For these reasons the Commission felt that all educated persons
in Bangladesh should have a knowledge of this world language.
In the light of the recommendations of the Commission relating
to curricular reforms, the Government of the People's Republic of
Bangladesh in the Ministry of Education constituted the National
Curriculum and Syllabus Committee (NCSC) through a Government
resolution in October 1975. The NCSC recommended that English as a
foreign language should be included for compulsory study in the
curricula of Primary, Junior Secondary, Secondary and Higher
Secondary stages. Provision was made for teaching English from
grade III because it was felt that there was need for a good
foundation in the language. The NCSC recommended that the study of
English at the Primary Level should be functional and complete in
itself in providing students with skills which could be used in real
life situations.
Regarding the study of English at the Junior Secondary stage,
the NCSC suggested that such study should help to extend students'
contr 1 of the basic language skills, i.e. listening, speaking,
reading and writing, the elements of which would already have been
taught at the primary stage. It should aim at equipping the
stuaents to use these skills in real life situations outside the
classroom so that even those who failed to progress beyond this
stage and wh would enter into various vocations could derive
benefit from the study of English. Since some of the students would
go on to further study which would involve both extensive and
intensive reading of English texts and writing in English, the
skills of reading and writing English were to be given progressively
greater attention.
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As for the study of English in grades IX and X, the Committee
was of the view that it should be related to the roles assigned to
education in the National Development Plan, namely, producing the
skilled manpower needed to increase productivity and equipping
students with the tools necessary in later higher education geared
to the technological	 manpower needs of Bangladesh.	 More
specifically, the study of English at this level should revise
previous work and extend students' control of the four skills with
greater emphasis on reading and writing and on a fifth skill,
reference. As far as possible, students should also be enabled to
use these skills in real life situations outside the school.
Similarly the higher secondary programmes (grades XI and XII) in
English should be aimed at the extension of students' control of the
four skills with greater emphasis on reading and writing.
1.2 Statenent of the Problem
As was indicated in the previous section, English is taught as
a compulsory subject starting in the third grade and continuing
through to the twelfth grade at the rate of about four hours per
week. Despite this considerable amount of time devoted to English
instruction (eight years of English instruction in the case of grade
ten students at the rate of four hours a week), the general
proficiency and achievement of the majority of the students
graduating	 from	 high	 schools	 is	 unsatisfactory	 and
disproportionately low. "In spite of our association with English
for about two hundred years, the average level of performance in the
language is deplorably low" (Huq, 1986, p. 2).52
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This overall weakness in English language skills among
secondary and higher secondary level students has been a matter of
great concern to parents and among English language teachers and
educators since the emergence of Bangladesh as an independent state
	
in 1971.	 Therefore the government set up an English Language
Teaching Task Force to survey the state of English language teaching
in the country (Ministry of Education Order No. 5/7AS-38/75 dated
	
27.10.75).	 This Task Force was composed of fourteen eminent
educationalists drawn from the Bangladesh Education Extension and
Research Institute, the University of Dhaka, and from Teachers'
Training Colleges, plus one member each from the Bangladesh School
Textbook Board, the Board of Intermediate and Secondary Education,
Dhaka, and from the Ministry of Education. It also had personnel
from the British Council and a language specialist from New Zealand
who was working at that time with the then Bangladesh Education
Extension and Research Institute (now the National Institute of
Ed c tional Adwinistration and Extension Research). The Task Force
was asked specifically to assess the personnel and teaching
materials which were available at secondary, higher secondary and
teacher training levels. It was also asked to make an assessment of
the English language proficiency of students at these levels. In
the course of its work the Task Force found that information about
English at the primary level was also required because failure at
later levels often originated from problems at this level.
The Task Force assessed the personnel and teaching materials
available at primary, secondary, higher secondary and teacher
trdining levels by means of questionnaires, and tested the English
language proficiency at these levels through a battery of
proficiency tests administered during early 1976.	 Its findings,
which became available from May, 1976, confirmed the poor level of
achievement of both students and teachers. The levels of English
proficiency were considered to be very low throughout the secondary
and teacher training levels. They indicated a desperate situation
in English language teaching in Bangladesh. 	 As regards the
personnel and teaching materials available, the Task Force observed
thdt there was a grave shortage of trained teachers of English at
all levels. It also considered the lack of competent teachers at
all levels as the biggest single obstacle to English teaching in the
country. The situation was worst at the primary level where most of
the teachers needed training in both English language and in English
teaching methodology before any improvement in English at this level
could be expected. The teaching methods observed were not conducive
to effective learning : from the primary level students were made to
le rn by rote without understanding. Very often the methods were
opposed t what is generally accepted as sound language teaching
practice. With respect to the textbooks, it became apparent that,
at all levels, the textbooks were unsuited to the levels of the
students studying them and that, after grade VIII, the textbooks
were especially unsatisfactory.
On the	 ecommendations of the Task Force, the National
Curriculum and Syllabus Committee worked on new syllabuses for
teaching English in grades III to XII. An appropriately graded
syllabus was introduced at each level and new textbooks suited to
the needs and capabilities of the students were written with the
assistance of experts from both within and outside the country. The
Ministry of Education also took several corrective measures in the
area of teacher training. However, despite various efforts at
-21 -
refining teaching methods, developing materials consistent with
these methods, improving teachers' qualifications, and improving
evaluating techniques, the problem of weakness in English seemed to
persist.
Improvements in teaching English in Bangladesh, in the opinion
of the present researcher, are heavily contingent on the development
of a well-organized and comprehensive plan that embraces all aspects
of the learning process	 :	 the instructional 	 as well	 as
learner-related factors. While too much emphasis has been laid on
the instructional factors, the role of learner factors seems to have
been totally ignored. Several workshops held under the sponsorship
of Bangladesh English Language Teachers Association in collaboration
with the Asia Foundation, the National Curriculum and Textbook
Board, th Directorate of Secondary and Higher Education and the
Direct rate of Printing Education identified, besides other factors,
lack of m tivation and interest of the students, lack of parental
and c mmunity support as contributing to the comparatively lower
level of in English (see Report on Fourproficiency Work-Shops,
that an understanding of students' motivational orientations is one
of the keys which may help reshape attitudes and interest in
learning English and therefore spur increased efforts and
proficiency.
The problem for this study, therefore, is to investigate the
1987,	 pp.	 10-19). 53	Despite	 these	 findings,	 no	 systematic
investigation
	 into	 students'	 attitudinal	 and	 motivational
orientations	 has	 been	 made.	 The	 present	 researcher	 believes
attitudinal and motivational orientations of tenth grade students in
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Bangladesh and to ascertain if the attitudes and motivation of these
students are related to their achievement in English.
1.3 Purpose of the Study
The primary purpose of this study is to investigate the
interaction of attitudes, motivation and achievement in English in a
new social and monolingual setting with distinctive characteristics
of its own. More specifically, the study examines the relationship
between Bangladeshi high school students' motivational orientation
and their attainment in English. An attempt is made to study the
possible effect of sex and academic major on students' attitudes and
motivation. In addition, the study examines the influence of
parents and teachers on students' attitudes and motivation to learn
English. A further purpose of the study is to determine whether
these stu ents consider learning English important and, if so, why.
The last objective is to relate the findings of this study to
English language teaching programmes in the high schools in
Bangladesh.
1.4 Significance of the Study
The purpose of this study was to determine whether and to what
extent attitudes and motivation affect the learning of English of
high scho 1 students in Bangladesh.	 It may be considered
significant for the following reasons:
a.	 This is the first study to deal with attitudes and
motivation to learn English as a foreign language in a Bengali
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setting where students are surrounded by their native language and
where English is not either the basic language of instruction or a
lingua franca. Most of the previous motivational studies were
conducted in two types of settings:
(a) bicultural and bilingual settings in Canada and with
international students learning English in the United States and the
United Kingdom where the target language is in its native
environment.
(b) multilingual settings in which English is either the only
official language (e.g. Belize) or an associate official language
(e.g. the Philippines and India) and thus is not only the language
of instruction but also serves as a lingua franca between different
linguistic communities.
The present study, with its new additional setting, will
broaden the scope of data relevant to the research on motivation to
learn English as a foreign language in general.
b. Since the purpose of this study is to investigate
Bangladeshi students' motivation to learn English, it will be of
relevance to the Ministry of Education in Bangladesh in its
endeavour to improve English language instruction in the high
schools of the country. The importance of the study lies in the
fact that it will investigate the motivation of the Bangladeshi
students at a time when most educators and teachers of English are
blaming the students for their weakness in English and also for
their alleged lack of motivation to learn the language. The
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knowledge derived from this study may provide a valid basis for
modifying the present English language programmes thus rendering
them more efficient and effective and for paying more careful
attention to factors affecting learner attitudes.
Furthermore, the study will provide insights into the influence
of parents and teachers on students' motivation to learn English.
c. As a result of this study further verification and general
applicability can be made of the social psychological theory
propounded by Gardner and Lambert (1959, 54 197255 ), especially the
notion that integrative motivation is more conducive to second
language learning than instrumental motivation.
1.5 Research Hypotheses 
In the light of the purposes discussed in this chapter and a
review of the existing research (see Chapter III), the following
hypotheses were formulated to guide the present investigation.
Hypothesis la. The reasons for learning English as a foreign
language would be instrumental.
Hypothesis lb. The	 more	 instrumentally	 (as	 opposed	 to
integratively) oriented a student is while studying English, the
greater his/her achievement in English.
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Hypothesis 2. The association between different measures of
attitude and motivation and achievement would be significant and
positive.
Hypothesis 3. The more positive the attitudes of a student
towards the learning situation, the greater his/her achievement in
English.
Hypothesis 4. There would be significant differences in
attitudes and motivation towards learning English and in achievement
in the subject between boys and girls.
Hypothesis 5. There would be significant differences in
attitudes and motivation concerning the learning of English between
students with different academic majors.
Hypothesis 6. There would be a significant and positive
relationship between the attitudes and motivation of the parents
towards the language and the attitudes and motivation of the
students towards learning the language.
Hypothesis 7. Since there is no exposure to the target
language outside the classroom, and since the teacher is the prime
user of the language, there would be a significant and positive
association between the attitudes of teachers towards the language
and the students' attitudes and motivation towards learning the
language.
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1.6 Definition of the Terms 
Attitude : "An attitude is an organized and consistent manner
of thinking, feeling, and reacting to people, groups, social issues
or, more generally, to any event in the environment" (Lambert and
Lambert, 1973, p. 72).56
Motivation : Motivation in this study is defined as "the
combination of effort plus desire to achieve the goal of learning
the language plus favourable attitudes toward learning the language"
(Gardner, 1985a, p. 10).57
Orientation Index : This refers to an individual's possible
reasons for studying a second language which stresses its
instrumental and integrative values.
Integrative Orientation : This refers to an individual's
attitude towards and motivation for learning English to permit
social interaction with people who speak English as well as with
those who speak languages other than his/her own and also to
appreciate and better understand the art and literature of other
countries/cultures.
Instrumental Orientation : This refers to an individual's
attitude towards and motivation for learning English for utilitarian
purposes, such as education, future employment or travel.
English as a Second Language (ESL) : This refers to a learning
situation where the target language is spoken within the surrounding
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society (e.g. International students learning English in Britain,
Canada, United States, etc., or students learning English in
countries of divergent linguistic backgrounds, such as the
Philippines, India, Nigeria, Kenya and Belize, where English besides
being a lingua franca between different linguistic communities is
also a language necessary for certain official, social, commercial
or educational activities within the countries).
English as a Foreign Language (EFL) : This refers to a learning
situation where the target language is not spoken within the
surrounding society but used by someone for communication across
frontiers or with people who are not his/her countrymen. This
includes listening to broadcasts, reading books or newspapers,
commerce or travel (e.g. students learning English in Bangladesh,
Saudi Arabia, China, Germany, etc.).
Achievement in English : Achievement in this study refers to a
student's scores on the following tests : structure, vocabulary,
reading comprehension and teacher awarded marks. No attempt was
made to include measures of communicative competence since the
students in the sample had been exposed neither to teaching
dctivities nor to contact with native speakers sufficient for them
to be expected to perform this skill.
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1.7 Limitations of the Study 
The present study has the following limitations:
a. The study is primarily concerned with attitudes and
motivation to learning English as a foreign language in a formal
learning context in a monolingual and monocultural setting. More
specifically, the study is concerned with motivation to learn
English as a foreign language in the Bangladeshi school context.
b. The study is limited to the urban population of the city
of Dhaka. More specifically, it is limited to the schools and the
informants who participated in the study.
c. The study is limited because the measurement of attitudes
and motivation is difficult. The researcher may only assume that
the informants are supplying honest answers and that they understand
the items in the questionnaire.
d. The study is limited because although the instruments used
to collect data from the students and their parents were
standardized and validated with similar samples in the Canadian
context, these were not tested for statistical validity and
reliability for the present sample. Furthermore, data from teachers
were collected from a very small number of 30 samples only and also
this data collecting instrument (Teacher Questionnaire) was not
tested for statistical validity and reliability. Although the study
was closely modelled on the Attitude/Motivation Test Battery for
students developed by Gardner (1985b) 58 and the Attitude-Motivation
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Questionnaire for parents by Colletta (1982) 59 , it could not apply
these measures in their entirety because of the changed
socio-linguistic setting being studied. Detailed discussion of the
Attitude/Motivation Questionnaire for students, their parents and
teachers can be found in Chapter IV.
1.8 Summary
The present study was designed to ascertain whether there is
any relationship between the attitudes and motivation of Bangladeshi
high school students and their achievement in English as a foreign
language. In addition, the study examines the possible effect of
parents and teachers on students' attitudes and motivation. The
bdckground, the problem and purpose of the study, its significance,
the research hypotheses, definitions of the terms, and limitations
of the study have all been presented in this first chapter.
The remaining chapters have been organized in the following
manner. Chapter II discusses the role of attitudes and motivation
in second/foreign language learning. Chapter III presents a review
of the previous research conducted in different parts of the World.
Chapter IV describes the methodology that has been used to collect
data for the study while the results of the data analysis are
presented in Chapter V.	 Chapter VI contains a summary of the
findings and a discussion of the conclusions that may be drawn
together with recommendations for English language teaching in
Bangladesh on the one hand and for subsequent researchers on the
other.
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Chapter Two
Attitudes and Motivation in Second/Foreign Language Learning 
As mentioned in the preceding chapter, the major concern of
this chapter is to discuss the role of attitudes and motivation in
second/foreign language learning. It will also focus on parental
influence in children's attitude development and second/foreign
language learning and teachers' role in their students' attitude
developnent and second/foreign language learning. The chapter has
been divided into five sections. The first section discusses the
concept of attitudes as it relates to second/foreign language
learning while the second focuses on the role of motivation in
second/foreign language learning.	 The third is devoted to the
discussion of parental influence in children's attitude development
and second/foreign language learning and the fourth concentrates on
the role of teachers in their students' attitude development and
second/foreign language learning. Finally the fifth section
concludes the chapter.
2.1 Concept of Attitude
The concept of attitude is a major concern in social psychology
and has been defined in a multitude of ways. As early as 1901,
Baldwin' defined attitude as "readiness for attention or action of a
definite sort" (p. 88). Thurstone (1931) 2 defined attitude as "the
affect for or against a psychological object" (p. 261). By the
1950s a multi-component view of attitude had been adopted and
attitudes were viewed as constructs consisting of the person's
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beliefs about the object, feelings towards the object, and action
tendencies with respect to the object (see for example, Allport,
1954) 3 . It was held that the attitude formation process has four
stages : cognitive, emotional, evaluative and behavioural.	 The
person perceives an object, idea or a situation and then certain
feelings arise from this perception. These feelings are evaluated
either negatively or positively, and after the evaluation has been
made, will be translated into a mode of behaviour or action.
The list of definitions increased as the number of theorists
and researchers dealing with attitude grew. Allport (1954, p. 63)4
states that,
an attitude is a mental and neural state of
readiness, organized through experience,
exerting a directive or dynamic influence upon
the individual's response to all objects and
situations with which it is related.
Lemon (1973, p. 1) 5
 calls attitude "one of the most ubiquitous of
all the terms used in social science".
	 Inspite of its ubiquity,
however, the notion has been defined in many different ways. Most
theorists would, however, tend to agree that the term "attitude"
refers to some aspects of the individual's response to an object or
a class of objects.
Lambert and Lambert (1973, p. 72) 6 define an attitude as
... an organized and consistent manner of
thinking, feeling, and reacting to people,
groups, social issues or, more generally, to any
event in the environment.
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Thoughts and beliefs, feelings and tendencies to react are the
principal components of an attitude. Attitudes are thought to be
developed during the process of individuals' adjusting to their
social environment; and, once developed, they become part of their
behaviour.
As individuals develop, their cognitions, feelings, and
reactions with respect to the various objects in their world become
organized into attitudes. Individuals' social actions are directed
by their attitudes, which determine, to a large extent, their
behaviour.
	
Therefore, it is possible to predict individuals'
behaviour by knowing their attitudes.
It is also agreed that attitudes are learned and that they
develop and are organized through experience and, therefore, are
capable of modification by further learning. It is also agreed that
they are relatively stable or enduring (Fishbein and Ajzen, 19757;
Lennon, 1973 8 ; Shaw and Wright, 19679 ). The following definition
can accommodate all that has been said about attitude:
... attitude can be described as a learned
predisposition to respond in a consistently
favourable or unfavourable manner with respect
to a given object (Fishbein and Ajzen, 1975, p.
6).10
Attitudes are said to have cognitive, affective and conative
components (see for example, Harding et al., 1954) 11 . The cognitive
component refers to one's belief about the object; the affective
component to the amount of positive or negative feeling one has
towards the object, and the conative component to one's behavioural
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intentions, or to one's actual behaviour towards the object (see,
e.g. Krech et al., 1962 12 ; Lambert and Lambert, 1964 13 ). From an
operational point of view,
... an individual's attitude is an evaluative
reaction to some referent or attitude object,
inferred on the basis of the individual's
beliefs or opinions about the referent (Gardner,
1985a, p. 9).14
In other words, attitudes are attitudes about or towards someone or
something, as in attitudes towards English speaking people.
Attitudes may, however, differ in terms of their specificity or
generality. For example, attitudes towards English speaking people
are relatively specific in that the referent is reasonably concrete,
though to some extent, of course, an abstraction. Ethnocentrism or
xenophilia, on the other hand, are more general since the referent
cannot be clearly delineated.
There is, however, some disagreement as to whether all of the
three components (cognitive, affective, conative) should be included
under the notion of attitude. Fishbein and Ajzen (1975) 15 and Shaw
and Wright (1967) 16 suggest that the term 'attitude' be applied to
only the affective component. In fact, most of the attitude scales
which have been used in research measure only the affective
component. In the domain of L2 learning research, Cooper and Fishman
(1977) 17 provide one of the very few exceptions in which all three
components are measured. According to Rokeach (1972) 18 it does not
really matter whether all or only one of the three components are
measured : the relationship between the components is so close that
sufficient information on an attitude can be obtained by measuring
only one component, no matter which.
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When attention is directed to the relationship of particular
attitudes to particular examples of behaviour, another dimension is
introduced, namely that of relevance. Some attitudes might be more
relevant to behaviour than others. For example, one might expect
that attitudes towards learning English will be more relevant to the
behaviour of obtaining a high grade in an English class than they
would be towards learning German or towards English people.
"Differing degrees of relevance would be expected to influence the
magnitudes of the correlations of such attitudes with the behaviour
in question" (Gardner, 1985a, p. 9)• 19 It might be that all three
attitudes referred to would correlate significantly with grades in
English since many attitudes could be involved in such a complex
index of behaviour even though the magnitudes of the correlations
might be expected to differ. In other words, attitudes towards
learning English would probably produce the highest of the three
correlations simply because such attitudes are the most relevant for
high grades in English. Attitudes towards English people may not
correlate as highly with English grades, yet because of the common
'English' component, the correlation could be significant. For much
the same reason, even a measure of attitudes towards learning German
might be expected to correlate with grades in English since the
attitude towards learning another language such as German may
involve components which influence attainment in English.	 As
Gardner (1985a, p. 10) 2° puts it,
.... the differing magnitudes could simply
reflect the relevance of that attitude to that
behaviour, not the relevance of the attitude
concept to behaviour.
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The importance of relevance is supported by research conducted
by Ajzen and Fishbein (1977) 21
 and Fishbein and Ajzen (1975) 22 which
consistently demonstrates relationships between the attitude to
certain behaviour and the actual behavioural intention or behaviour
itself. In discussing the factors which influence the magnitude of
the attitude-behaviour relationship, Ajzen and Fishbein (1977)23
argue that in order for there to be a high correlation between
attitudes and behaviour, there must be correspondence between the
attitudes and behaviour in terms of target, action, context, and
time. If the attitude and the behaviour both refer to the same
action geared towards the same target in the same context at the
same time, the correlation between the two will be high. It seems
obvious, however, that such relationships, albeit high in magnitude,
are relatively low in consequence (cf. Gardner et al, 1978).24
A major contention that pervades this study is that attitudes
influence the success with which another language is acquired.
Macnamara (1973a) 25
 argues that "the main thrust in language
learning comes from the child's need to understand and to express
himself" (p. 251). He states,
A child suddenly transported from Toronto to
Berlin will rapidly learn German no matter what
he thinks of the Germans. Indeed when he makes
his first appearance on the street and meets
German children he is likely to be appalled by
the experience. They will not understand a word
he says; they will not make sense when they
speak; and they are likely to punish him
severely by keeping him incommunicado .... His
need to communicate has very little to do with
what is commonly understood as an attitude to a
people or its language (p. 253).
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Macnamara's views, however, pinpoint what is a major confusion
in this research area. Too many educators and researchers view
second language acquisition as a single phenomenon and fail to
recognize the importance of the context in which acquisition takes
place. Equating the individual who develops bilingual proficiency
in an informal learning context with the one who develops such skill
primarily in a formal school context is meaningless. However, this
does not imply that the processes are necessarily different, but
simply that the contexts are different, and thus different variables
may come into play. The important point is that considerable
attention must be paid to the context in which language proficiency
is developed and to the methods by which it is acquired.
Macnamara (1973a26 , 1973b27 ) has also argued that many
conqu red nations (e.g. Ireland, Scotland, Wales) have learned the
language of the oppressor despite negative attitudes to its
people/culture. For exdmple, "there has always been some antipathy
of Irish people to England and English; yet English replaced Irish"
(Macnamara, 1973b, p. 37)• 28 This fact indicates the importance of
the social context in which language acquisition takes place.
However, the main concern here is the study of individual
differences in second/foreign language learning brought about by
differences in various attitude and motivational characteristics.
Such variables may be considered important simply because the
second/foreign language courses are different from other courses in
students' curriculum which contain aspects of students' own culture.
Second/foreign language instruction, in contrast, involve elements
of another cultural community as well as a different behavioural
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repertoire. The elements of a second/foreign language are more than
a linguistic code; they are integral parts of another culture.
Thus as long as language programmes require students to make the
other language part of their behavioural repertoire it seers
reasonable to suggest that students' attitudes towards the specific
language group may influence the relative degree of success with
which it can be achieved. If, however the main focus of attention
is on the cognitive aspects of language, such as in traditional
grammar-translation courses or courses which stress a reading
knowledge of the language, it seems likely that such attitudes will
be involved to a lesser extent.
Attitudes towards the other language community are not the only
attitudes that would be involved. Recognizing the strong association
between ethnicity and language calls attention to many attitudes
which might affect language learning.
	 This perspective would
suggest that attitudes involving reactions to outgroups in general
might
	 be	 implicated;	 this would	 include	 authoritarianism,
ethnocentrism, anomie, interest in foreign languages, xenophilia (or
xenophobia), and nationalism. Each of these shares a common theme
since they imply some contrast between one's own and another
cultural community. This perspective also focuses attention on the
language as something more than just a neutral linguistic code.
Because of this, attitudes relating to the language itself could
also be involved. Examples include attitudes towards learning the
language, attitudes towards speaking it, reactions to its sound or
character, or structure, etc. Gardner (1985a) 29
 suggests that since
the language does not represent an aspect of the individuals' own
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cultural heritage, attitudes toward aspects of the language may play
a role in determining how successful they will be in acquiring it.
Such an orientation also places a greater emphasis on attitudes
towards the language learning situation than would be the case if
the learning material were part of students' cultural background.
Specifically, there is a high chance that attitudes towards the
course or the teacher will be important because the course and the
teacher can be viewed as representing the language. It is quite
possible that the language classroom is the only place where
students meet the language and that the teacher is the prime user of
it.	 Therefore, the course and the teacher can become closely
associated with the language material, and attitudes towards them
could thus become highly influential.
Most of these attitudes can undoubtedly be developed and
fostered in the home environment, supported by the atmosphere in the
general conmunity, and reinforced by individuals' peer group.
However, it is highly likely that many of these same attitudes will
become salient for the first time in the language class,
particularly in environments where the other language group is not
represented. These latent attitudes can be awakened and shaped by
the teacher in the classroom. Thus the teacher can play a vital
role in shaping the nature of students' attitudes.
In the language learning situation, if students' attitudes are
favourable, it is reasonable to predict, other things being equal,
that their experience with the language will be pleasant and that
they will be encouraged to continue. Simply, favourable attitudes
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tend to cause the experience to be perceived positively. If, on the
other hand, attitudes are negative, the experiences will tend to be
perceived unfavourably. Obviously, however, if teachers are skilled
in the language and attuned to the feelings of their students, they
can do a lot towards the awakening of positive attitudes, regardless
of whether students' initial attitudes are positive or negative.
This is because the language course is artificial. It is, after
all, a school subject also, and the majority of students will
approach it initially as just another school subject. Obviously, if
teachers are not knowledgeable or not sensitive to student
reactions, it is unlikely that positive attitudes will be developed.
In such a situation, only students with an initially strong,
favourable attitude might be expected to survive the programme with
enthusiasm intact.
Language courses are different from other curriculum areas in
that they require the individual to incorporate elements from an
alien culture. As a consequence, reactions to outgroups in general
and the target language culture in particular become important
considerations. Furthermore, because the material is not merely an
extension of students' own cultural heritage, the dynamics of the
classroom and the methodology assume greater importance than they do
in other school subjects. Such considerations place considerable
emphasis on the concepts of attitude and notivation in the learning
of a second/foreign language.
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2.1.1
	
Attitudes and Second/Foreign Language Learning 
In discussing the role of attitudes in second/foreign language
learning in this section, major attention will be focussed on the
types of attitudes generally considered to be involved in
second/foreign language learning, the relationship between attitudes
towards learning a second/foreign language and performance in the
language and the association between attitudes towards the target
language community and achievement in the language.
Attitude has a significant influence on success in learning a
second/foreign language. The second/foreign language educators have
recognized and generally accepted that attitude is a major
contributor to success (see for example, Strevens, 1977). 30 But to
state that achievement in a second/foreign language is related to
attitudes is to make a relatively general statement; 	 the main
question should be: attitudes towards what? And if a relationship
is established between attitude and achievement in learning a
second/foreign language, this lends itself to another pressing
question: why? Here two types of attitude must be considered
attitudes towards learning the language and attitudes towards the
other language community. Research related to each of these two
attitudes to second/foreign language achievement has led to the
conclusion that the first set of attitudes is fairly consistently
related to achievement whilst the second shows a more variable set
of relationships.	 After a review of the literature Gardner
(1985a) 31
 suggests that attitude measures do differ in their degree
of relationship with achievement in the second language, and some
indices are more relevant than others, and that attitudes towards
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learning the language generally obtain higher relationships with
achievement than attitudes towards the target language community do.
Furthermore 'target language community' is by no means a uniform
notion for all learning contexts.
Another way of classifying attitude variables is as either
educational or social attitudes. Instances of educational attitudes
are attitudes towards the teacher, the course, learning the
language, etc.	 In each case, the attitude revolves around the
educational aspects of second/foreign language learning. 	 Social
attitudes, on the other hand, involve attitudes which focus on the
cultural implications of second/foreign language learning, such as
ethnocentrism, anomie, an individuals' attitudinal disposition
towards social groups (in-group or out-group). Therefore both may
play an important role in the second/foreign language learning
process. Two attitude variables which have attracted considerable
investigation by a number of researchers are attitudes towards
learning the second/foreign language and attitudes towards the
target language community. The first is clearly an educationally
relevant attitude, while the second is primarily a social one.
As suggested earlier, there are many reasons to expect that a
measure of attitude towards learning a second/foreign language would
relate to achievement in the language, and although the nature and
type of attitude scales vary considerably from study to study, the
research literature generally supports this notion. Moreover, the
literature suggests that it is highly likely that, although such
attitudes are related to performance in language courses, attitudes
towards other school subjects are not necessarily related to
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achievement in those courses. That is to say, the nature of language
acquisition may be such that attitudes are implicated in achievement
more than is true for other subject areas. This generalization has
been indicated by Jordan (1941) 32 who investigated attitudes towards
each of five school subjects, French, Mathematics, History, English
and Geography, among 231 boys ranging in age from 11 to 15 in
England.	 His findings reinforce the conclusion that attitudes
towards learning languages are more related to achievement than are
attitudes towards many other school subjects.
In their study of university students, Neidt and Hedlund
(1967) 33
 obtained similar findings. They assessed attitudes towards
learning three different subjects (English, German and Anatomy) and
concluded that there is an increasing congruence between attitude
and achievement as the course progressed, even with ability
controlled, but more significantly in the present context, it was
the two 'language' courses in which attitudes and achievement were
significantly related, the relationships being appreciably greater
for the second language.
It may be noted that attitudes towards learning the
second/foreign language have also been shown to relate to other
factors.
	
For example, where they have been investigated, sex
differences reveal different attitudes towards learning the
second/foreign	 language, with girls tending to demonstrate
significantly more positive attitudes than boys (Burstall, 1975 34 ;
Gardner and Smythe, 1975a 35 ; Jones, 1949 36 ;	 195037 ).	 However,
recent research has failed to support the conclusion reached by the
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earlier researchers (see for example Naiman, Frolich, Stern and
Todesco, 1978 38 ; Hansen, 1981 39 ). Further research is warranted to
clarify this finding.
Attitudes may also be influenced by many factors in the
student's upbringing.	 Gagnon (1974) 40 cited in Gardner (1985a)41
demonstrated that attitudes to learning English as a second language
varied considerably from one geographical area to another in Canada.
Students in the province of New Brunswick demonstrated significantly
more positive attitudes than those in Ontario, who again were more
positive than those in Quebec. There could be many reasons for
these differences. Jones (1949) 42 found that for children learning
Welsh as a second language, those with Welsh-speaking parents
xpressed more positive attitudes towards learning Welsh than those
of non-Welsh speaking parents, while Jones (1950) 43 found that such
a difference was apparently not due simply to the effect of a
bilingual home. In the latter study, Jones compared the attitudes
of three gr ups of students, those with Welsh speaking parents,
those whose parents knew a little Welsh, and those with non-Welsh
speaking parents. The difference in attitudes between the first two
groups was negligible; children of non-Welsh speaking parents had
significantly less favourable attitudes towards learning Welsh than
each of the other groups. These results suggest that it is not
simply that children of Welsh parents have more positive attitudes
towards Welsh;	 children whose parents indicated an interest in
Welsh also demonstrated positive attitudes. Furthermore, research
by Owen (1960) 44 cited by Jones (1966) 45 indicates that length of
residence in Wales and linguistic background were important factors
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in influencing the attitudes of parents towards Welsh as a second
language. Thus children's attitudes are most likely to be affected
by a number of cultural characteristics.
Research has also indicated that attitudes towards learning a
second/foreign language became less positive with age (Gardner and
Smythe, 1975a45 ; Jones, 194947; 195048; Jordan, 1941 49 ), although
the reasons for such a decrease in positive attitude are not clear.
It may be that attitudes become less positive as students mature, or
that education (which is correlated with age) tends to cause
students to take a more objective look at the issues involved,
resulting in what looks like a decrease in positive attitude.
Alternatively, it may be that the experience of learning a language
tends to make students more critical of the entire situation.
Henrick and Kennedy (1968) 50
 suggest that forcing students to learn
languages rapidly creates feelings of failure; it is obvious that
such dissatisfaction could generalize to attitudes towards learning
the language among some students at least.
Regardless of the reasons for changes in attitude, evidence
suggests that such decreases are also associated with a higher
relation to achievement. Both Jones (1950) 51
 and Jordan (1941) 52
found that the correlation between attitudes and indices of
achievement tend to increase as students grow older and their
attitudes become less positive. As indicated above, it does not
seem reasonable to attribute this simply to an increase in age. The
older students tend to have more knowledge of the language, and thus
the assessment of their achievement probably has more to do with
their knowledge of the language than is the case for younger
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students. Furthermore, their increased experience with the language
permits greater variation in success and failure, which may be
generalized to attitudes towards learning the second/foreign
language. It may be that students who enter beginners classes with
great anticipation become bewildered and often develop negative
attitudes towards learning the language because of the low degree of
proficiency they develop over a given time. Burstall (1975) 53 does
not report differences in the degree of association between
attitudes and achievement as a function of age, but she does marshal
evidence to suggest that attitudes might be somewhat dependant on
prior achievement in the language.
Like many other studies (e.g. Gardner and Smythe, 1975a54;
Jones, 1950
55
;	 Jordan, 1941
56
;	 Randhawa and Korpan, 1973
57 ),
Burstall (1975) 58 also finds an association between attitudes
toward	 learning the second language and achievement in that
la g ge. Though this association is quite common, not all studies
support it. Gagnon (1974) 59 , for example, finds that only four out
of 22 relationships were significant, which suggests that other
factors may influence the degree of association. Furthermore, when
relations are obtained, it is not reasonable to attribute them to
factors such as intelligence or aptitude rather than to attitudes.
Attitudes towards learning a second language have been shown to be
independent of intelligence (Clement, Gardner and Smythe, 1977a50;
Jones, 195061 ) and language aptitude (Gardner and Smythe, 1975a). 62
These findings suggest that the attitude measures relate to
achievement because of important affective components and not simply
because the attitudes covary with ability.
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The progress students make in their second/foreign language
study can also be influenced by their attitude towards the target
culture and its people. 	 However, research concerned with the
relationship of achievement in the second/foreign language to
attitudes towards the target language community yields variable
results. In a study among 81 students learning Hebrew as a second
language, Anisfield and Lambert (1961) 63 found that correlations of
a measure of anti-Semitism with various measures of achievement
varied from .08 to -.68.
	 Lambert et al. (1963) 64 found that
Francophilia was positively related to achievement for adults
registered in elementary sections of a six-week intensive summer
French programme, but negatively related for those in the advanced
sections. Gardner (1966) 65 also reports that in some parts of the
United States attitudes towards the language-speaking community were
not related to achievement.
Nevertheless such inconsistent relationships are offset by
other more predictable findings. Mueller and Miller (1970) 66 and
Mueller (1971) 67 found that attitudes towards French-speaking people
were correlated with grades in French. Similarly, Jacobsen and
Imhoof (1974) 68 also demonstrated the importance of attitudes
towards the language community. 	 In an investigation of 600
Protestant missionaries living in Japan who had at least two years
of intensive language study, they found that Japanophilia was one of
the three best predictors of speaking proficiency. Spolsky (1969,
p. 274) 69 argues strongly that 'one of the most important
attitudinal factors is the attitude of the learner to the language
and to its speakers'. A somewhat different conclusion was drawn by
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Oiler, Hudson and Liu (1977) 70 , who used measures similar to
Spolsky's.	 They found that the highest correlation involved
evaluative reactions to Americans.
Studies have also been conducted to investigate the effects of
other variables such as sex on evaluative reactions towards the
other language group in the context of second language learning.
Gardner and Smythe (1975a) 71
 present some data concerning sex
differences in attitudes towards French Canadians, with females
tending to score significantly higher than males. One study does
show, however, how language texts and even language teachers might
contribute to students' impressions of other language communities.
In a most interesting analysis of various teaching materials, Koch
(1975) 72 demonstrates how information presented can lead to the
development and perpetuation of ethnic stereotypes.
Studies dealing with the effects of exposure to the second
language on attitudes towards the other language community have
produced equivocal results.	 In a study, Riestra and Johnson
(l964) 	 63 grade five students who had been studying
Spanish as a second language for two years with 63 students who had
not studied Spanish, but who were comparable in terms of sex, age,
and intelligence. They found that those students who had studied
Spanish had significantly more favourable attitudes towards
Spanish-speaking people than those who had not studied Spanish. The
groups did not differ in attitudes towards non-Spanish speaking
people. Although such data could be taken as evidence that exposure
to a second language and cultural information about the other groups
promotes favourable attitudes towards that group, it is not clear
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that the differences can be attributable to the language course
experience. Gardner and Smythe (1975a) 74
 also found that attitudes
towards the other community became more favourable the more years
students spent studying the second language, and this findings
reinforces that of Riestra and Johnson (1964) 75 . Gardner and Smythe
(1975a) 76 also demonstrated, however, that students who drop out of
second language study have a priori less favourable attitudes
towards the other language community than those who continue
language study. However, recent research has led to contradictory
findings.	 For example, in a study among international students
learning English as a second language in the United States, Hansen
(1981) 77 demonstrated that the subjects who had been in the United
States for the least amount of time displayed more positive
attitudes towards Americans than those who had been there longer.
Similar conclusions were reached by Grundy et al. (1989) 78 in an
investigation among international students learning English as a
second language in the United Kingdom. This suggests that exposure
to the target language or its culture does not necessarily lead to a
favourable attitudes towards the target culture or the target
language community.
	
Further research is needed to clarify this
finding.
As was the case with attitudes toward learning French, the data
also suggests that attitudes towards the other ethnic community tend
to be independent of intelligence and language aptitude. This is
demonstrated in the studies of Gardner and Lambert (1959 79 ; 197280 )
and Gardner and Smythe (1975a).81
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Further, the problem with attitudes is that they are not
directly observable but can only be inferred from the behaviour or
statements of the person in question. To this effect, statements
about the relationship between attitudes and proficiency have been
largely based on self-reported attitude data. 	 Oiler and his
associates (Oiler and Perkins, 1978a82;
	
1978b
83
;	 Oiler et al,
198084 ;	 Oiler, 1981 85 ) have questioned the validity of such
measures. They have discussed measures of affective variables which
"may inflate estimates of reliability and validity of those measures
substantially and produce spurious relationships with other
variables - in particular language proficiency (first and second)
and intelligence" (Oiler and Perkins, 1978a, pp. 85-86). 86 Three
like sources of unreliable data are the approval motive, where
resp ndents to attitude questionnaires tend to give answers which
they view as acceptable in the eyes of others, self-flattery, i.e.,
giving answers which are acceptable to one's own eyes, and the
response set syndrome, this being the tendency to be consistent in
views e pressed in responding to the various questions. This is
only a reminder that weaknesses inherent in measures of affective
variables should be borne in mind.
2.2 M tivation and Second/Foreign Language Learning 
Although the construct 'motivation' has no fixed technical
meaning in contemporary psychology, nevertheless it is offered by
both educators and psycholigists as a solution to many problems of
learning. Despite the different conceptions about motivation
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suggested by different theorists and psychologists, there is a
general agreement that
... a motive is an internal factor that arouses,
directs and integrates a person's behaviour. It
is not observed directly, but inferred from his
behaviour or simply assumed to exist in order to
explain his behaviour (Murray, 1964, p. 7).87
There is also a general agreement that man is a rational being who
has conscious needs and who uses his capabilities to fulfil those
needs. A definition of motivation that incorporates both of the
above mentioned general agreements among psychologists was offered
by Hunter (1967) 88 who defines motivation as
a state of need or desire that activates the
person to do something that will satisfy his
need or desire (p. 4).
According to Gardner (1985a, p. 50)89
motivation involves four aspects, a goal,
effortful behaviour, a desire to attain the goal
and favourable attitudes toward the activity in
question.
Motivation in the context of second/foreign language learning
may be viewed as a state of need on the part of learners that
produces a strong desire which in turn activates and directs all of
their capabilities to learn the second/foreign language. In other
words, motivation refers to the combination of effort plus desire to
achieve the goal of learning the language plus favourable attitudes
towards learning the language. Motivation to learn a second/foreign
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language thus refers to the extent to which individuals work or
strive to learn the larguage because of a desire to do so and the
satisfaction experienced in this activity.
In the earlier literature on the role of attitude and
motivation in second/foreign language learning (for example, Gardner
and Lambert, 1959 90 ; 197291 ) attitudes and motivation have usually
been lumped together into a cluster of factors which were held
jointly responsible for the relative degree of success or failure in
second language learning (Els et al., 1984). 92 More recently,
however, their distinctive roles have been redefined (see for
example, Gardner, 197993 ; Oiler, 1977 94 ). It is now argued that
attitudes are directly related to motivation, which in turn is
directly related to second/foreign language learning. In other
words, attitudes should be viewed as motivational supports and not
as factors which have a direct effect on second/foreign language
learning. Thus Gardner (1979, p. 205) 95
 suggests "that social
attitudes are relevant to second language acquisition not because
they directly influence achievement but because they serve as
motivational supports". A schematic representation of the
relationship of attitudes to motivation and achievement can be found
in Figure 2.1. However, motivation to learn a language is not only
determined by attitudes, but also by other motivational factors such
as the desire to please teachers and parents, promise of a reward,
experience of success, etc.
In his analysis of second language learning, Dunkel (1948)96
made a distinction between the goal of language study and the nature
of the behaviour involved in achieving that goal. He differentiated
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between the type of motivation and the intensity of motivation. The
type of motivation refers to the goal sought by individuals while
the intensity refers to the degree of effort individuals expend in
achieving that goal.
The type of motivation relates to the reasons individuals have
for studying the language. Many reasons can be listed : to be able
to speak with members of the target language community, to get a
job, to improve one's education, to travel, to please one's parents,
to satisfy a language requirement, to gain social power, etc. To
reflect the kind of motivation for language learning, however, the
reasons have to reflect some goal associated with language learning.
To qualify as goals of second language learning, the reasons must
relate to the effects of learning the language.
Once the reasons for second/foreign language study have been
clarified so that they reflect some ultimate goal, it is possible to
classify them.	 In order to maintain conceptual clarity once
classified, the various categories would seem best identified as
orientations.
	
This terminology was introduced by Gardner and
Lambert (1959) 98 when they focused on two types of orientations -
integrative and instrumental. Subsequent studies have tended to
focu on these same orientations (see, for example, Burstall et al.,
197499 ;	 Clement, Gardner and Smythe, 1977a 100 ;	 Gardner and
Lambert, 1972 101 ;	 Lukmani, 1972
102
;	 Oiler, Hudson and Liu,
1977103; Smythe et al., 1972104).
Oiler, Hudson and Liu (1977) 105 have argued that the
classification of reasons for study as integrative or instrumental
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is ambiguous, since whether a particular reason falls into either
category could depend upon the interpretation put on it by the
individual selecting it.	 In fact, different researchers have
sometimes classified the same reasons differently. 	 For example,
Lukmani	 (1972) 106 classified the reason	 'travel	 abroad'	 as
instrumental, whereas Burstall et al. (1974) 107 classified 'travel
to France' as integrative. 	 Such ambiguity could be eliminated,
however, by an enpirical investigation of the relations among
various reasons for learning a second/foreign language.
In their investigation, Clement and Kruidenier (1983)108 have
attempted to group reasons underlying different orientations. They
studied the relationships among 37 reasons in eight samples of
students formed by considering the factors of ethnicity (French
versus English), milieu (unicultural versus multicultural) and
second language (French or English versus Spanish). 	 Four
orientat'ons were found which were common to all eight samples;
these were identified as instrumental, friendship, travel and
knowledge orientations.
	
Five other orientations appeared in
combination with some of the samples only.
	
Such results are
encouraging because they suggest that there are some orientations
which appear to be relatively stable. Others, however, seem to be
influenced by context, and further research is required to clarify
these findings.
Dunkel's (1948) 109
 concept of the intensity of motivation
emphasizes the nature of the 'approaching-the-goal' behaviour. That
is to say, given the same goal, two individuals may differ in their
efforts to achieve this goal. This differential pulling power seems
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to characterize orientations in second language study. Studies have
demonstrated that subjects who select integrative rather than
instrumental reasons as indicative of themselves evidence higher
levels of motivational intensity (see, for example, Gardner and
Lambert, 1959
110
; Gordon, 1980
111 ).
In the area of second language learning, motivational intensity
has been assessed by determining the amount of effort individuals
expend (or, in some instances, would be willing to expend) in order
to learn the second language. Focusing only on intensity does not
describe the concept of motivated behaviour completely, however.
Two individuals may express comparable levels of motivational
intensity yet differ considerably in the nature of the affect
associated with their behaviour. Although they both might do the
same a ount of homework, for example, one might report more positive
perceptions about learning the language and find the total
expe ience more pleasant than the other. That is to say, one may
have a stronger desire to learn the target language and may have
more favourable attitudes towards learning it. These two emotional
aspects of motivated behaviour must be included in a complete
representation of motivation.	 It seems highly likely that
individual differences in desire to learn the target language would
correlate with differences in attitudes towards learning it and with
motivational intensity, and they in fact do (see, for example,
Gardner and Smythe, 1975a
112
;	 Clement, Gardner and Smythe,
1977a 113 ;	 1980114 ), but it is conceivable that instances could
occur where they are not in agreement. For example, motivational
intensity might be high among a class of students because of
impending examinations or a severe teacher, but there may not be
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correspondingly high levels of desire to learn, or attitudes towards
learning the language. Therefore, it is important that in order to
describe the phenomenon of motivation adequately, four components
are required : goal, effort, want and attitudes towards the
dctivity.
Figure 2.2 presents a schematic representation of the
motivational construct postulated here as it relates to second
language learning. The four elements (attitudes towards learning
the language, desire, motivational intensity, and goal) are
illustrated. Although motivational intensity can be influenced by
both the want and the attitude components, it is possible that other
situational variables (e.g. a severe teacher) or personality ones
(i.e., need achievement, compulsiveness) could also influence the
asses ment if not the actual level of this component. As already
stated, goal refers to the ultimate objective of language study.
That is to say, the goal is not viewed as the goal of learning the
targe language, but the reasons for learning it. In Figure 2.2 it
is shown to be assessed in terms of completion of the statement
"Learning English is important to me because ...." Once reasons are
classified in some way, the categories of reasons are referred to
as 'orientations'.
The difference between orientation and motivation needs a point
of clarification. Orientation refers to a class of reasons for
learning a second/foreign language. Motivation refers to a complex
uf three characteristics which may or may not be related to any
particular orientation. These characteristics are : attitudes
towards learning the language, desire to learn the language, and
Attitudes towards
learning French
n,_
[
lot. ivational >
Intensity
	 	
Goal
'Learning English is
important to me
because....'
Figure 2.2 Schematic representation of the concept of motivation
as it relates to second language learning.
(Adopted from Gardner, 1985a, p. 54)115
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motivational intensity.
	 The distinction can be clarified by
considering the difference between an integrative orientation and an
integrative motive. An integrative orientation refers to that class
of reasons which suggests that the individual is learning a
second/foreign language in order to learn about, interact with, or
become closer to the target language community. The concept of the
integrative motive includes not only the orientation but also the
motivation (i.e. attitudes towards learning the language plus desire
plus motivational intensity) and a number of other attitude
variables involving the other language community, out-groups in
general, and the language learning context. Whereas an integrative
orientation simply reflects a goal to learn a second/foreign
language because of a favourable interest in the other language
community, an integrative motivation implies an integrative
orientation linked with effort expended to achieve this goal, a
desire to learn the language, and favourable reactions to the
language ard the language community.
	 Integratively oriented
individuals may tend to be more highly motivated than individuals
with other orientations, but this association is not guaranteed a
priori. It seems quite likely that some individuals may reflect an
integrative orientation but not be strongly motivated to learn the
second/foreign language, or vice versa. 	 As a consequence, the
distinction between orientation and motivation is one that should be
kept clear.
Although some studies have shown that integratively oriented
individuals are more highly motivated than instrumentally oriented
ones (e.g. Gardner and Lambert, 1959), 116 this is not always the
case. The effects of integrative motivation appear to be weaker in
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situations where opportunities to get intake outside the classroom
dre rare.	 Chihara and Oiler (1978) 117
 studied the learning of
English in Japan and found a weak relationship between attitude and
proficiency. There are also studies which show that instrumentally
oriented individuals demonstrate high levels of motivation. Lukmani
(1972) 118 ,	 for	 example,
	 indicated	 that	 subjects	 perceived
instrumental reasons as more characteristic of themselves and that
an instrumental orientation correlated more highly with English
proficiency than an integrative orientation did.	 In their
Philippines study Gardner and Lambert (1972) 119 and Gardner and
Santos (1970) 120 reached a similar conclusion.
The degree and nature of the learner's motivation are vital
factors in any comp nent for a second/foreign language programme and
may influence the teaching strategies involved significantly. These
fact r nay vary in various parts of the globe. However, in order
to h ve a better understanding of the role of motivation and
attitu e in second/foreign language learning, the totality of
n tivation and its relation to other characteristics of the
individual must be recognized. Gardner et al (1978) 121
 demonstrates
that whereas some attitude or motivation measures tended to be more
highly related to some particular aspect of second language
acquisition, other attitude or motivation measures tended to be more
highly related to other aspects. Consequently they suggest that in
order to understand the role played by attitudes and motivation, it
is necessary t conceptualize them as a complex organization of
attitudes and motivation. They further point out that attitudes and
motivation are important because they determine the extent to which
individuals will actively involve themselves in learning the
language. This, in turn, suggests that the prime determining factor
is motivation.
2.3 Parental Influence on Children's Attitude Development and 
Second/Foreign Language Learning 
According to Gardner (1985a) 122 the basic assumption underlying
the importance of the parents' role is that attitude and motivation
are involved in second/foreign language learning, and that to the
extent that parents play an important role in attitude development,
they will also be influential in their child's attempt to learn a
second/foreign language. The experience that children have in the
home with their parents regarding the target language is considered
critical in shaping the positive attitude necessary for the
successful learning of the language.
In his socio-educational model of second language acquisition,
Gardner (1979) 123 proposes that the socio-cultural milieu is
important not only for the development of attitudinal/motivational
characteristics but also for the role played by attitudes,
motivation and language aptitude in second language learning. The
model further proposes that the socio-cultural milieu can play a
potential role in influencing the actual level of second language
proficiency attained by learners in general, because of the
expectations imposed on them. This places a great emphasis on the
role of parents in second language learning since they act as the
major intermediaries between the cultural milieu and the learner.
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Gardner (1968a)124 distinguishes between two potential roles of
the parent, which he identifies as active and passive roles. He
suggests that parents taking the active role will actively and
consciously encourage their children to do well in language study,
will monitor their language learning performance and also reinforce
any successes identified by the school. Parents may also play an
active, albeit negative, role when they agree with the child that
learning a second language is a waste of time, or when they object
to the intrusion of the second language on 'important' subjects in
the curriculum. It seems, therefore, reasonable to hypothesize that
individual differences in parents in the extent to which they make
active (positive or negative) contributions to the language learning
context will influence their children's acquisition of a second/
foreign language.
Gardner considers the passive role to be more subtle than the
active role mainly because the parents may not be aware of it. In
some cases it is even conceivable that the two roles might be
independent. In considering the passive role as subtle, he seeks to
describe the attitudes of the parents towards the target language
community. These attitudes are considered important because they
influence the children's attitudes and the children's attitudes
towards the other language community are influential in motivating
them to acquire the target language. To contrast the two roles
(active and passive) Gardner suggests that a parent may actively
encourage a child to learn a second/foreign language by way of
stressing the importance of doing well in that course, monitoring
the child's language performance and so forth. This is the active
role. This same parent might hold positive or negative attitudes
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towards the other langudge community (the passive role). Gardner
argues that to the extent that parents have positive attitudes
towards the other language community, they may serve to support an
integrative motive in their children. Parents with negative
attitudes, on the other hand, may inhibit the development of such
positive attitudes, even in situations where they may actively
promote second/foreign language achievement. He also explains that
it is conceivable that such parents can encourage their children to
do well in their second/foreign language training, monitor their
progress and generally reinforce their successes. At the same time,
they may, in other contexts, express unfavourable attitudes towards
the target language group, thus developing similar attitudes in
their children.
While discussing the role of attitudes and motivation in
second/f reign language learning in the preceding sections WE have
observed that the existing research demonstrates a pcsitive
association between attitudinal and motivational attributes aro
second/foreign language proficiency. This leads to the expectaticrs
that parents' attitudinal characteristics may influence their
child's second language proficiency even in those situaticrs where
parents do not appear to actively support the programme. OT coLrse,
if parental attitudes carry over to their active role, their
influence is no longer subtle. The important thi g stressed here,
however, is that parental attitudes could be irfluent/al lin the
language learning context even when parents do not ploy a suppertive
role. Such a conclusion suggests that both roles should te
considered.
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There is considerable research which indicates that children's
attitudes are not only influenced by, but also depend upon those of
their parents (e.g. Harding, Proshansky, Hunter and Chein, 1969 125 ;
Lambert and Klineberg, 1967 126 ;	 Larson and Smalley, 1972127,
Oskamp, 1977 128 ). In a cross-cultural study of children's views of
foreign peoples, Lambert and Klineberg (1967) 129
 demonstrated in a
number of different countries that the child's parents play a major
role in the development of attitudes about other ethnic groups.
Harding et al (1969) 130 also consider parents to be the major
socialization agents but point out that man y
 times children's and
parents' attitudes diverge. They conclude
Not only is there a subtle interplay between
general cultural as well as family influences
impinging on the child, but particular children
for a variety of reasons may develop specific
attitudes contrary to the prevailing sentiments
surrounding them (p. 28).
In his discussion of research dealing primarily with ethnic and
political attitudes, Oskamp ( 1977) 131 concludes that parents are the
major determiners of children's attitudes, at least initially. As
they grow older, however, factors such as direct experience and the
mass media have their influences as do direct indoctrination in
school, peer group pressures, reference group values, and simply
general expectations or beliefs in the cultural community.
Larson and Smalley (1972) 132 believe that while parental
influence is more direct in the case of children, psychological
reactions to attitudes formed in the home as a child may persist
into adulthood. This would apply not only to attitudes towards a
particular language group, but also to other parental attitudes
- 69 -
which may later influence language learning. These might include
attitudes towards speakers of other languages in general, towards
both specific languages and language in general, and towards
learning itself.
Thus we see that although there are many factors that can
influence attitude development, there is a general agreement that
the parent plays a major role. However, this role is complex as
observed by Milner (1981) 133 who suggests that ethnic attitudes
develop in children as a consequence of three overlapping processes.
First, some attitudinal development occurs in children as a result
of direct tuition from their parents. 	 He states,	 'Parents
undoubtedly do make explicit statements about their beliefs and
attitudes on a variety of social issues, and there is usually an
implicit encouragement for the child to feel likewise' (p. 124).
Second, attitudes develop through indirect tuition, 'where attitudes
are not consciously taught, but are implied in what the parents say
or do' (p. 126).	 In the process of identifying with parents,
children incorporate much of their value system. Milner proposed
that "Identification promotes the desire to emulate the parents, to
appear grown-up by spouting adult ideas, and simply to gain approval
by being like them" (p. 125). The final process is role-learning.
As they grow and mature, children learn 'to behave, feel and see the
world in a manner similar to other persons occupying the same
position' (Secord and Backman, 1964 134 , quoted by Milner, 1981, p.
125
135 ).
It is easy to see the application of particularly the first two
of these processes in the development of attitudes pertinent to
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second/foreign language learning.	 The first corresponds to
Gardner's (1968a)
136
 notion of the active parental role, the second
to the passive. Where they both reflect the same attitudes (either
positive or negative), it is reasonable to assume, with all the
caveats mentioned earlier, that the children would develop similar
attitudes. Where one role, for example the active role, presents
positive attitudes and the other (the passive role) transmits
negative attitudes, the child's attitude would, again with the
caveats already discussed, reflect some resolution of the
conflicting information. The nature of this resolution would depend
upon many factors and is not easily predicted. What is clear,
however, is that parents do have an influence on children's
attitudes and motivation and, to the extent that these are related
to second/foreign language learning, the parents thus play a role in
the development of proficiency in the second/foreign language, of
which they may or may not be aware.
Although there is a general consensus that the parents play a
major role, only a few research projects have directed attention to
the parents' role in second language learning and it has been
generally of secondary interest in some wider ranging study. In his
study among Montreal Anglophone Students, for example, Gardner
(1960) 137 also interviewed the parents of the students he studied
and found that the orientations of parents and children tended to
agree.	 Children who were integratively oriented generally had
parents	 who	 expressed	 an	 integrative	 orientation,	 while
instrumentally oriented children had parents who tended to express
an instrumental orientation. 	 These relationships between the
parents' and students' attitudes suggested that the students'
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orientations grew out of a family-wide orientation. Consequently,
the degree of skill which the student attained in a second language
was, to some extent, dependent upon the attitudinal atmosphere in
the home.
The relation between parents' and children's attitudes was
investigated more directly by Feenstra (1967) 138
 who, in addition to
assessing students' language aptitude and proficiency in French,
also administered comparable attitudinal/motivational measures to
grade eight students and their parents. The findings showed a clear
relationship between Montreal English Speakers' attitudes to the
French-Canadian community and their children's attitudes and their
subsequent achievements in learning French. The researcher also
found that parents who emphasized the integrative orientation and
who held positive attitudes toward French Canadians encouraged their
children who were skilled in some aspects of French language
achievement. It was also found that parents who were favourably
oriented towards out-groups in general appeared to transmit this
orientation to their children, and that this attitudinal disposition
was also related to French language achievement.
In their comprehensive investigation in the states of Maine,
Louisiana and Connecticut, Gardner and Lambert (1972) 139 uncovered
different orientations toward the task of learning a second
language. One of the results of the Louisiana study showed that
student motivation to do well stemmed from a home atmosphere where
parents encouraged, and in turn were encouraged, by their children's
progress in learning the language.
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In their Philippine study, Gardner and Lambert also found that
students who studied English with an instrumental outlook and who
received parental support in this regard were clearly more
successful in developing proficiency in the language. The results
suggested that parents who saw the instrumental value of knowing
English, developed skills in the language themselves and made sure
that their children did the same. Parents apparently spoke the
language with the children and provided opportunities for the
development	 of	 English	 reading	 skills,	 thereby favourably
influencing their children's progress in learning the language.
Parental attitude was also found to play an important part in
the learning of Welsh by English-speaking children in primary
schools in Wales (Stern, 1967). 140 Parents who wanted their
children to receive a bilingual education, placed them in
Welsh-medium schools an the children achieved good results in the
second language. By contrast, the situation where parents who did
not wish their children to learn Welsh but who had to send them to
Welsh-medium schools because English-medium schools were not
available often resulted in the children developing an emotional
attitude that prevented them from learning the Welsh language.
Despite these significant relations between parents' attitudes
and perceptions and children's attitudes in the context of second
language learning demonstrated by earlier research (e.g. Gardner,
1960 141 ; Feenstra, 1967 142 ), in a recent study among Anglophone
students attending a French Immersion Programme in Ottawa, Colletta
(1982) 143 failed to obtain any relation between children's and
parents' attitudes. One might perhaps predict that parental
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influence in the 1980's would be different from that in the 1960's.
However, further research is needed to examine the role of parental
influence on second/foreign language learning.
2.4 Teachers' Role in Their Students' Attitude Development and 
Second/Foreign Language Learning 
People acquire their first language at home and in the
community without the benefit of any formal instruction. There is
considerably more variation in the manner and setting in which they
learn a second/foreign language.	 They may acquire this second/
foreign language in the same way as the first language or they may
learn a second/foreign language formally in a class. Acquiring a
language is largely an unconscious process, whereas learning a
language usually involves formal study and the application of the
rules (Krashen, 1981). 144 Learners are influenced by the people
with whom they have contact while they are learning and by the
setting in which the language is learned. These situational
variables influence their attitudes towards the language and the
extent to which they become proficient in it. This substantiates
the importance of teacher attitudes as a significant variable in the
learning situation.
The literature abounds with studies emphasizing the
all-important role of the teacher. Dry ( 1977) 145 suggests that the
most important imaediate influence on the learners' own motivation
is the teacher. The learners' motivation and consequent behaviour
is a product of the influence not only of their own internal and
external environment in relation to the target language, but also of
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the environment in which the target language is studied. 	 The
teacher is the most obvious element in this environment, and the
teacher's motivation and consequent behaviour is similarly the
product not only of the environment in which the teaching is carried
on, but also of his or her own internal and external environment.
Emphasizing the role of teachers in motivating students, Girard
(1977) 146 suggests that motivation is such a basic factor in
second/foreign language learning that any teacher cannot avoid being
concerned with his/her pupils motivation. He further suggests that
a language teacher must be convinced that motivating pupils is, at
all stages, his/her chief responsibility.
Mueller and Miller (1970) 147 describe what the role of the
foreign language teacher must be, if he/she is to be effective in
helping students learn:
Our findings place a greater role and more
important responsibilities on the instructor.
He now becomes a teacher of values, often called
intangibles, rather than the task master who
through much repetition strengthens new language
habits. He assumes the duty to change old
attitudes and stereotypes to motivate the
student, and in this manner he influences
student learning. He only can transmit the
desire to learn; he only can show the learner
where he is and where he is going. It is not
"teaching" in the sense of presenting the
knowledge which the student must absorb like a
sponge, it is learning which is the all
important thing, and only the student who wants
to master the new language will gain anything of
lasting value.
Who remembers a teacher for his performance as a
drill master or for his perfect French accent?
Those we do remember are the ones who made
learning exciting and pleasant, and who changed
our attitudes by effectively demonstrating
values contained in what was to be learned.
This age-old lesson of humanistic teaching must
now become a major objective for foreign
language teaching (p. 320).
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Since attitude has a significant influence on achievement in
language learning, and since the teacher can be influential in the
development of or in modifying attitude, this puts the teacher in a
prime position to help the students achieve success. If the teacher
monitors the students' attitudes and assumes the role described
above, he/she can create the conditions that are most conducive to
success in language acquisition.
The importance of the teacher's influence in attitude
development, and the effect that this can have on the student's
achievement must not be underestimated or ignored. The ability to
exercise this influence is coupled with the responsibility to do so.
This responsibility must be accepted if the teacher is to be a true
fascilitator of language learning.
Despite the general consensus that teachers play an important
role in attitude development and subsequent second language
learning, no research appears to have investigated the possible
relationship between the students' and teachers' language attitudes.
In a study among Mexican Americans, however, Walschak (1984) 148
analyzed the relationship between student and teacher attitudes
towards Spanish and English as languages of instruction. The
researcher found a modest positive correlation between students' and
teachers' attitudes. Further research is warranted to substantiate
this finding. Gardner (1985a) 149 also suggests that "clearly
teachers play an important motivational role, as do pedogogical
techniques, experimental factors, peer groups etc., and these
influences deserve to be investigated" (p. 109).
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2.5 Conclusion
In this chapter, we have discussed the role of attitudes and
motivation in second/foreign language learning. We have also
discussed the potential role of the parents and teachers in attitude
development and second/foreign language learning. Existing research
has shown that attitudes to the learning of a second/foreign
language and attitudes towards the target language community are
usually significantly related to the degree of proficiency attained
by the learners and appear to be relatively independent of
intelligence or language aptitude. However, attitudes towards
learning a language tend to be more consistent and better predictors
than attitudes towards language communities are. In the context of
second/foreign language learning, the attitude towards the practical
dcquisition of the language is, along with goal-oriented behaviour,
one of the main components necessary to describe the motivated
individual.
The research that focuses on the potential role of parents' and
teachers' in second/foreign language learning, supports the notion
that attitudes and motivation are involved in second/foreign
language learning, and since both parents and teachers play a
substantial role in attitude development they can be shown to be
influential in the second/foreign language learning process.
However, while only limited research dealing with attitudes and
motivation in second/foreign language has investigated the possible
association between parents' and children's language attitudes,
virtually no research seems to have examined the relationship
between students' and teachers' language attitudes. Research
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dealing with the relationship between parents' and children's
language attitudes have also resulted in contradictory findings.
For example, while earlier research (e.g. Feenstra, 1967150;
Gardner, 1960 151 ) have yielded a significant relationship between
children's and parents' attitudes, a recent study (Colletta,
1982) 152 failed to demonstrate any association between parents' and
children's attitudes. Further research is needed to clarify this
finding.
	
Research should also be conducted to analyze the
relationship between teachers' and students' language attitudes.
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Chapter Three
Review of the Related Research
As early as the 1940s it was recognized that the factors of
aptitude and general intelligence alone could not account for the
large degree of variation in levels of achievement in second/foreign
language learning.	 Studies soon began to place considerable
importance on the attitudes and motivation of the learner. This
chapter, which presents a review of the previous research conducted
in different parts of the globe is divided into six sections. The
first section reviews research conducted in the United Kingdom into
attitudes and motivation in second/foreign language learning, the
second section reviews the studies conducted in Canada, the third
studies carried out in the United States, while the fourth presents
a review of the studies done in Asia and the fifth concentrates on
studies conducted in other parts of the world. Finally, the sixth
section gives a summary of all the studies reported.
3.1 Studies in the United Kingdom
Research into the affective aspect of second/foreign language
learning began as early as 1941, when Jordan l studied the attitudes
of 231 boys towards five school subjects including French in a North
London school. Attitudes towards learning French were found to
correspond in general to levels of achievement. Furthermore, it was
also seen that attitudes were more favourable during the first year
of study and then declined steadily. Attitudes also varied with the
general standard of academic attainment, the brightest children..
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being more positive towards language learning than their less
intelligent counterparts. Achievement was also found to be related
to the utilitarian motives of the learners.
Two later studies by Jones were concerned with attitudes
towards learning Welsh as a second language. In his first study,
Jones (1949) 2 devised an attitude scale for measuring the attitudes
of children towards learning Welsh. The subjects were 129 boys and
girls, ranging in ages from eleven to thirteen plus, from six
different forms of a secondary modern school in the Rhonda Valley.
The re ults of the study were consistent with those of Jordan
(1941) 3 .	 Jones found that there were significant positive
relationship between attitude and achievement, with enthusiasm for
the se ond language waning after the first year. Girls showed more
favourable and less variable attitudes than boys did. Furthermore,
those students from Welsh-speaking backgrounds showed more
favourable attitudes towards Welsh than those from non-Welsh
speaking homes. Most of the pupils emphasized the utilitarian value
of learning Welsh.
Jones (1950) 4 conducted a further study on the same lines, but
this time in a suburban rather than an industrial area. 211 boys
and girls from eight different forms of secondary modern school in a
suburban area on the outskirts of Cardiff were tested, with results
very similar to those of the previous study. Jones found that
attitudes to Welsh became less favourable with increasing age, this
being due no doubt to the novelty factor at the early stages of
learning. Something that is totally new, exotic even, presents few
initial difficulties, yet as time passes, curiosity and novelty wear
-91 -
thin. The decline in achievement witnessed in the later years was
most probably a direct result of the gradual erosion of enthusiasm
and novelty. This later study revealed that the differences in
attitude and achievement in the first three years were negligible,
whereas in the fourth year the deterioration in attitude had assumed
statistically significant proportions. 	 The modest but positive
correlation between attitude and attainment witnessed in the first
two ye rs became significant in the fourth year. The sex difference
was marked, with girls showing more favourable attitudes. Monoglot
English-speakers with a slight knowledge or experience of Welsh
outside school showed more favourable and less variable attitudes
than monoglot English-speaking pupils whose acquaintance with Welsh
was confined to the classroom. The four main reasons for learning
Welsh were, in order of preference, 'interest', 'utilitarian',
'racial' and 'proficiency'. This order varied slightly from year to
year;	 'interest' was the dominant factor during the first three
years, giving way to 'utilitarian' in the fourth.
Burstall (1975) 5 conducted an intensive longitudinal study of
primary school students learning French as a second language in
England. She confirmed that certain attitudes of second language
students were closely associated with their achievement in the
language. For instance, she concluded that the students' attitudes
towards learning French were positively and significantly related to
their achievement in French. However, she did not find any evidence
to support Gardner and Lambert's (1972) 6 view that:
The major causative variable influencing foreign
language acquisition is the attitude of the
learner towards the foreign culture (Burstall,
1975, p. 399).7
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She continues,
The findings suggest, to the contrary, that
achievement variables have a more powerfully
determining effect on later behaviour than
attitudinal variables. During both the primary
and the secondary stages of the experiment, the
calculation of partial correlations indicated
strongly that early achievement in French
affected later attitudes towards learning French
and	 later	 achievement	 in	 French	 to	 a
significantly greater extent than early
attitudes towards learning French affected the
subsequent development of either attitudes or
achievement.
	 This would suggest that the
acquisition of foreign-language skills and the
development of attitudes towards foreign
language learning during later years may be
powerfully influenced by the learner's initial
and formative experience of success or failure
in the language learning situation (Ibid,
p. 399).8
She further found that the attitudes of the girls towards
learning French were consistently more favourable than those of the
boys. The girls also scored significantly higher than the boys on
all tests measuring achievenent in French.
In another study, Hoadley-Maidment (1977) 9 attempted an
experiwent using the Gardner and Lambert (1972) 10 approach. The
subject sample consisted of a multi-national group of young adults
studying English in an intensive language programme at a private
language school in London.	 Their level was determined as late
intermediate. A scale type of questionnaire was used which would
allow a subject to be classified as either integratively or
instrumentally motivated. An adjective checklist was also used.
The results showed extreme conformity, and the researcher concluded
that this reflected methodological problems. She felt that the
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motivational scale was not suitable for the subjects in this
particular study, and that the adjective checklist was not
sophisticated enough for the subjects. She also stated that the
administrative structure of the school created difficulties and made
control of the variables impossible. However, she did feel that
there was a need for this kind of study to continue.
Jones (1980) 11 reported the results of two experiments
concerning the possible relationship between proficiency in English
and attitude towards native English-speaking social-groups. The
pilot experiment was conducted in April, 1974 among a group of 19
Norwegian engineering students studying at Sunderland Polytechnic
nd an ther group of 25 Norwegian English language teachers studying
at the Institute of Educ tion of the University of Newcastle upon
Tyne. The results of the pilot study suggested that only a small
g up of N rwegian engineering students showed slight signs of
"inte rative m tivat'on" towards the English people correlating with
profic en y, wherea Norwegian teachers' of English showed the
pposite trerd : proficiency correlated with a tendency to identify
with other Norwegians.
In the lo gitudinal experiment, a second group of 30 Norwegian
teachers	 f English wa tested in the same way, both at the
beginn . ng in Sept mber 1974 and at the end in May 1975, to see
whether their attitudes had changed with time.	 There was no
indi ation of any change in attitude, but there was some indication
f	 pr ficiency	 correlating	 with	 identification	 with
fellow-Norwegians. The results of both experiments directly
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contradict those of Spolsky (1969) 12 , on whose work the experimental
designed was based. This may be because of the difference between
the social groups being studied.
In a survey carried out in June, 1985 on behalf of the
Department of Education and Science to assess the performance of
pupils aged 13 in French as the first foreign language in England,
Wales and Northern Ireland, Dickson et al (1987) 13
 observed a strong
relationship between the pupils' attitudes towards learning French
and their performance in that language. Pupils who had positive
attitudes towards French tended to perform better than those with
negative attitudes.
In a recent study with 59 international post-graduate students
enrolled on a pre-sessional course in English for Academic Purposes
at the University of Southampton, Wright (1989) 14 investigated
social and affective factors influencing language learning. 	 The
results showed a positive association between attitudes towards the
course and perceived or actual progress in the subject.
	 The
research, however, failed to suggest whether attitudes to the
target-language community had any effect on target-language success.
In a further study among international students attending
English for Academic Purposes classes at the University of
Southampton, Blue (1989) 15 also identified students' positive
attitudes as one of the important factors influencing language
learning success. However, it was not clear from the study what the
researcher meant by positive attitudes since his attitude scales did
not refer explicitly to any particular object.
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In this section we have reviewed the studies conducted in the
United Kingdom, one of which was conducted with primary school
children (Burstall, 1975) 16 and four among teenagers learning a
second/foreign language (Jones, 1949 17 ;	 1950 18 ; Jordan, 194119;
Dickson et al, 198720 ).	 In three of the studies (Jordan, 1941 21 ;
Burstall, 
197522; 
Dickson et al, 198723 ) the target language was
French and the students had no exposure to the target language
outside the classroom, while in the other two studies (Jones,
1949
24
; 1950
25 ) some of the students had at least some kind of
exposure	 to	 the	 target	 language.	 Four	 other	 studies
(Hoadley-Maidment, 1977 26 ; Jones, 1980 27 ; Wright, 198928; Blue,
1989
29 ) were concerned with adults who were learning English as a
second language and who had been considerably exposed to the target
language and its culture.	 Although the studies differed with
respect to the nature and number of variables they investigated, all
of the	 de onstra ed a positive relationship between attitudes
towards learning the second/foreign language and achievement in it.
The studies further revealed that achie ement was related to the
utilitarian motives of the subjects. One study (Burstall, 1975)30,
however, revealed that the acquisition of foreign/second language
skills and the development of attitudes towards second/foreign
language learning during later years might be powerfully influenced
by the le rners' initial and formative experience of success or
failure in the language-learning situation.
	 In the studies which
intended to show sex differentiation in second/foreign language
learning (e.g. Jones, 194931 ; 195032 ; Burstall, 197533 ) girls were
seen to exhibit more favourable attitudes towards learning the
second/foreign language than boys. None of the studies seemed to
have taken into consideration the attitudes of the parents and
- 96 -
teachers towards learning the second/foreign language and their
impact on students' attitudes and motivation. Nor did any of the
studies consider academic major as an important variable in
second/foreign language learning.
3.2 Canadian Studies 
The Canadian research on second language learning involves the
two official languages, French and English. Research concerned with
the learning of a second language appears mainly to have emphasized
three topics: individual differences; language acquisition/learning;
and effects of second language acquisition/learning on individual
characteristics. The study concerned with individual difference
correlates of second language acquisition/learning has considered at
least two different types of criteria. By far the most frequently
investigated are measures of proficiency in the second language,
such as language course grades, performance on objective tests, etc.
Another type of criterion stresses manifestation of interest in the
other language and/or language community. This is often referred to
as a non-linguistic outcome of second language programmes, and
includes such behavioural manifestations as continuing or dropping
out of language study (perseverance), participating in opportunities
to visit the other language community, or active participation in
the language classroom.
The individual difference variables investigated most
frequently are age, sex, cognitive abilities, attitudes, motivation,
and personality. In terms of research activity in Canada, however,
attitudes and motivation appear to have received the greatest
attention.
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Attitudes and motivation have been studied in terms of their
relation to various aspects of second language acquisition/learning,
such as achievement in the language, classroom behaviour, and
perseverance in language study. Research has been conducted with
students from varied learning experiences.	 For example, with
students	 attending	 regular	 language	 programmes,	 immersion
programnes, etc.
The research has been guided largely by a social psychological
theory of second language acquisition formulated by Lambert
(1963b) 34 . He argued that from a social psychological perspective,
it is meaningful to assume that
if the learner is appropriately oriented, he may
find that by learning another social group's
language he has made the crucial step in
becoming an acculturated part of a second
linguistic-cultural community (p. 114).
This proposition has many far-reaching implications.	 It
implies, for example, that the individual's general ethnocentric
tendencies and attitudes toward the other community will influence
his/her relative degree of success in learning the other language.
Considerable emphasis is also placed on the individual's orientation
towards learning the language, which could be viewed as either
instrumental (where the language is learned for utilitarian reasons
such as "to get a good job") or integrative (where the language
learning is prompted by a desire to move closer psychologically to
the other community). Because of the social psychological
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implications, integratively oriented students would be expected to
be more	 successful	 in	 learning	 the language	 than	 those
instrumentally oriented.
Although Lambert's definition was not really detailed and lacks
precision, it has served as the basis for considerable research
(see, for example, Feenstra, 196735 ; Gardner, 196636 ; Gardner and
Lambert, 197237 ; Gardner, Smythe, Clement and Gliksman, 197638;
Smythe, Stennett and Feenstra, 1972 39 ). Gardner (1979) 40
 further
elaborated this theory and proposed a socio-educational model of
second language acquisition. A schematic representation of the
model is given in Figure 3.1.
	 The model is essentially social
psychological : major attention is focused on the social milieu and
on individual difference variables as they relate to second-language
contexts and outcomes.
The model sheds light on four major elements: the social milieu
in which language learning takes place, individual difference
variables, language acquisition contexts, and outcomes. It proposes
that the second language learning process must be considered within
the social milieu in which the individual and the second language
learning programme exists and hypothesizes that that cultural
beliefs within this milieu gives rise to many expectations in the
minds of teachers, parents and students concerning the entire second
language acquisition task. A student resident in a community where
bilingualism is an expected part of his/her cultural heritage will
have and will encounter cultural beliefs which are of a different
order from those of a student resident in a community where
unilingualism is the norm. Similarly, if a student resides in a
-
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community where speakers of the other language are not valued, or
where debate exists concerning the value of that language or the
reasons for teaching it, the beliefs he/she takes with him/her into
the language learning situation will differ from those he/she would
hold if he/she were resident of an area where opposing cultural
beliefs exist.
Gardner proposes that characteristics present within the social
milieu can influence the role played by the individual difference
variables in the second language acquisition process. 	 He argues
that the cultural milieu can influence the process in at least two
ways. First, factors in the cultural milieu to a large extent help
to shape an individual's attitudes.	 Second, within a community
there exist characteristics which can promote or interfere with an
individual's acquisition of a second language, such as the
linguistic nature of the community, the political climate of the
comnunity vis-a-vis bilingualism, social class, and the language
acquisition context (Gardner, 1977) 42 . Thus, for example, if the
prevailing attitudes of a community towards learning a second
language were favourable, then these could enhance the role of the
students' attitudinal/motivational complex in second language
acquisition.	 On the other hand, while the student may have
favourable attitudes towards second language study, it has been
found (Gardner et al, 1976) 43 that the attitudes of the larger
community arouna the student may reflect inconsistencies that might
serve to attenuate the influence of the students' attitudes.
In the schematic model, direct lines are shown linking the
cultural beliefs to four individual difference variables.
	 This
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representation is used to indicate that these beliefs can influence
the extent to which the various individual difference variables
mediate achievement in a second language. It is not intended to
suggest that cultural beliefs influence the development of such
variables, though undoubtedly an individual's experience with his
social environment might have some effect. 	 Indeed, it is being
argued precisely that an individual's motivation to learn a second
language is highly influenced by such factors.
The second category of the model refers to tmitOdual
differences - that is, characteristics of the student which
influence his/her approach to the second language acquisition/
learning process. In figure 3.1, four major individual difference
variables are listed : intelligence, language aptitude, motivation,
nd situational anxiety.	 Intelligence refers to an individual's
general ability to learn. Language aptitude, on the other hand,
refers specifically to an individual's ability to learn languages
and is typically assessed in terms of students' verbal abilities.
Motivation refers to characteristics such as a student's desire to
learn the second language and the effort he/she expends towards the
achievement of that goal. Although not specified in this schematic
representation as presented in Figure 3.1, it should be noted that
this variable is an attitudinal/motivational complex (see Gardner
and Lambert, 1959
,44
 197245 ; Gardner and Smythe, 1975a 46 ), with
attitudes seen as providing support for motivation in second
language study (Gardner, 1979 47 ). Though not included in the model,
48
Gardner (1979)	 made a schematic representation of the relationship
of attitudes to motivation and achievement in a separate figure
which was presented in Figure 2.1 in the preceding chapter. Gardner
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suggests that social attitudes are relevant to second language
acquisition not because they directly influence achievement but
because they serve as motivational supports. The last individual
difference variable included in this model, situational anxiety,
refers to the amount of anxiety felt by the language student in
specific situations involving the use of the second language.
The third aspect of the model refers to second language
acquisition contexts.	 In this respect, Gardner differentiates
between formal language training and informal language experience.
Formal language training refers to that instruction which takes
place in the classroom or any other teacher/student context.
Informal language experience, on the other hand, refers to those
situations which permit the student to acquire competence in second
language skills without direct instruction.
In Figure 3.1, solid arrows connecting the four individual
difference variables, intelligence, language aptitude, motivation,
and situational anxiety to the formal language training context
s ggest that all four variables would appear to influence the formal
language situation. It seems reasonable to expect that differences
in intelligence would reflect themselves in differences in school
taught second language skills simply because more intelligent
students would profit more from instruction since they could more
easily understand the tasks.
	 Language aptitude refers to those
abilities which are necessary to acquire specific second language
skills (such as vocabulary, grammar, pronounciation, etc.) and
therefore, it seems reasonable that it too would play a direct role
in a situation where such skills are specifically taught.
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Motivation would be expected to play a direct role in the formal
language training situation because it would serve to keep the
student in the programme, influence perceptions of the training
situation, and serve as the basis for many reinforcements which
might be obtained in the classroom.	 Situational	 anxiety,
specifically the second language classroom anxiety, would be
expected to influence achievement in the formal situation because
the arousal of such anxiety would result in negative reinforcements
and a tendency to withdraw from the situation. In brief, the four
individual variables, intelligence, language aptitude, motivation,
and situational anxiety would seem particularly important in the
formal language training situation, but for different reasons.
In Figure 3.1, broken lines relating intelligence and language
aptitude to the informal language experience suggest that the
influence of both intelligence and language aptitude would be less
direct in informal situations than either motivation or anxiety,
since the former variables would be influential only if the
individual became exposed to these contexts. 	 Motivation and
situational anxiety are shown to have direct links with informal
language experience as they would be more influential simply because
they would determine whether or not students became involved in such
situations.
As pointed out in the model, second language achievement
comprises of linguistic and non-linguistic outcomes.	 Linguistic
outcomes refer to second language knowledge (of such structural
aspects of the language as vocabulary, grammar, etc.) and specific
second language skills (i.e., reading, writing, understanding and
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speaking). Non-linguistic outcomes, on the other hand, refer to
aspects related more to the second language culture, such as
acquiring increased knowledge about, and more favourable attitudes
towards the second language culture and its people, interest in
further language study, etc.
The achievement of these outcomes can occur either through
formal language training or through informal language experience.
While formal language training stresses the acquisition of language
knowledge and skills, information concerning cultural aspects of the
sec nd	 language	 community	 are	 also	 transmitted,	 thereby
simultaneously	 influencing	 non-linguistic	 outcomes.
	 Informal
language experience, that is, interaction with members of the second
lan uage community, also leads to the achievement of both types of
outcomes as the student not only learns about the second language
culture, but has the opportunity to use and increase second language
skills.
The model brings into clear focus a well-organized formulation
of the social factors involved in second language achievement and
highlights those factors which must be considered both in planning a
second language programme and in conducting research to evaluate the
success of the programme, or in understanding individual differences
in achievement.
As ment'oned earlier the Canadian research into attitudes and
motivation has centered on regular language programmes, immersion
programmes, intensive language programmes and bicultural excursion
programmes. In reviewing the Canadian research it seems, therefore,
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advisable to divide this section into four sub-sections. The first
sub-section reviews studies concerning regular language programmes,
while the second concentrates on studies dealing with immersion
programmes. The third reviews the studies relating to intensive
language programmes and the fourth is devoted to bicultural
excursion programmes.
3.2.1	 Canadian Regular Language Programmes 
Although research in attitudes/motivation in second language
learning began as early as 1941 49 with Jordan in the U.K., it was
not until 1959 that the first most comprehensive study dealing the
oncepts of attitudes and motivation and their relationship to
achievement in learning a second language was conducted. Gardner
and Lambert (1959) 50 studied 75 grade XI Anglophone male and female
students learning French as a second language in Montreal, Canada.
The purpose of the study was to determine the comparative importance
of linguistic aptitude and certain motivational variables in
learning a second language.
	
These researchers held that an
individual acquiring a second language would adopt the cultural
behaviour patterns of that linguistic community and as a result, the
student's attitude towards that community would at least partly
influence his/her success.	 In addition, they hypothesized that
students have certain aims and purposes for learning the second
language and want to pursue these aims with varying degrees of
intensity.
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The students' achievement ratings were made by their teachers
and their language aptitude was measured by their performance on
Carroll's Foreign Language Aptitude Battery (1956) 51 . The following
attitudinal and motivational instruments were used: 1) an attitude
scale to evaluate the students' attitudes towards the French
speaking community;	 2)	 an orientation index (divided	 into
alternatives	 designating	 either	 integrative	 or	 instrumental
motivation) to ascertain the students' purposes (motivation) for
learning French; 3) a motivational intensity scale to measure the
students' enthusiasm and effort in trying to acquire a second
language; and 4) additional questionnaires to obtain general
information about the student. It may be mentioned that in Gardner
and Lambert's (1959) 52
 study and most of the subsequent studies only
one attitude scale was used, one that did not attempt to distinguish
a titudes towards the people from attitudes towards the language.
The assumption was that people who display certain attitudes towards
the language community also display the same attitudes towards the
language itself. However, this may not always be the case since
students may have one set of attitudes towards the people who speak
the language and another set of attitudes towards the language
itself and one may affect achievement while the other may not.
Sharp et al. (1973) 53 found that the attitude of the Anglophone
Welsh children they surveyed was positive towards the Welsh people
but not towards the Welsh language. Conversely, it was positive
towards the English language, but not towards English people.
The results of Gardner and Lambert's (1959) 54 study showed that
achievement in French was dependent upon aptitude, intelligence, and
a positive attitude towards French-Canadian people. Furthermore,
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they found that integrative motivation, as they measured it, was a
stronger predictor of French achievement. 	 Gardner and Lambert
concluded that students with positive attitudes towards the second
language and the second language community were more motivated to
acquire the language than those with negative attitudes. 	 They
attributed this strong motivation to learn French to the strong
desire on the part of the Anglophones to be accepted as members of
the new linguistic group (the French-Canadian) although they were
not completely certain of such an interpretation.
Gardner (1960) 55 expanded the 1959 study of Gardner and
Lambert 56 and made some methodological changes with a view to making
the results more reliable. 	 While Gardner and Lambert (1959) 57
relied upon teachers' subjective ratings of students' achievement,
Gardner (1960) 58 introduced standardized tests. Like the Gardner
nd Lambert (1959) 59 study, this study was conducted in Montreal
with 90 grade ten Anglophone boys and girls from six Montreal high
schools who were learning French as a second language. The results
of this study reinforced the findings of Gardner and Lambert
(1959)60 and showed that language aptitude and integrative
motivation are two relatively independent factors contributing to
successful learning of a second language. Although aptitude and
verbal intelligence were especially important for those French
skills stressed in schools, the acquisition of French skills whose
development depended upon the active use of the language in
communicative situations was determined solely by measures of an
integrative motivation to learn French.	 However, unlike the
previous study (Gardner and Lambert, 1959)61, in which positive
attitudes were related to integrative motivation, this study showed
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that integrative motivation is independent of favourable attitudes
toward French-Canadians.	 This showed that the desire for
integration did not necessitate a favourable attitude toward the
target language community as was assumed by Gardner and Lambert
(1959)62. Furthermore, this study demonstrated that attitudes and
motivation are two distinct psychological constructs that may
function independently from each other.
In this study, Gardner (1960) 63
 also interviewed a parent
(mother) of each student with a view to determining what parental
support, if any, there was for an integrative orientation. The
results suggested a relationship between the two sets of attitudes
and suggested further that parental attitudes might have an
important bearing on their children's subsequent second-language
performance.	 Gardner found that integratively oriented students
tended to have an integratively oriented parent, and instrumentally
oriented students, an instrumentally oriented parent.
Feenstra (1967) 64 conducted a further study to extend and
clarify the findings reported by Gardner (1960) 65 , Gardner and
Lambert (1959) 66 . The subjects for the study were 153 boys and girls
from the grade nine classes at South Secondary School in London,
Ontario.	 Instruments to measure achievement in French, language
aptitude and various attitudinal and motivational characteristics
were adapted from the ones used by Lambert et al. (1963) 67 .
The results of this study indicated that language aptitude and
intelligence were the major determinants of those aspects of French
achievement which seemed to be stressed in the high school French
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course. It was also found that a complex of motivational variables,
stressing both positive student attitudes towards the specific
cultural linguistic group represented by the language to be learned
and a desire to learn the language of that group, were related to
the acquisition of those aspects of second-language skills which are
involved in a direct communication with that cultural-linguistic
group.	 In this study Feenstra (1967) 68 also examined the
relationship between student attitudes and those expressed by their
parents in relation to the second-language area. The results of the
study showed a positive relationship between parents' ethnocentric
attitudes and those of their children. In addition to the major
findings, two other results were obtained. Firstly, parents with
positive attitudes towards French-speaking people tended to
ncourage their children to learn French.	 Although such
encouragement was not directly related to French achievement, it
appeared to have an indirect effect through an enhancement of
student attitudes towards French-speaking people. 	 Secondly,
negative attitudes towards the second language groups on the part of
students appeared to be related to relatively poor second-language
performance.
In another study, Gardner, Lalonde, and Moorcroft (1985) 69
conducted an investigation to determine the role played by attitudes
and motivation and language aptitude in second language learning.
The subjects were 170 university students enrolled in an
introductory psychology course who participated in psychology
experiments as a course requirement. They were not necessarily
registered in French, although all had studied French previously, at
least in high school. Subjects were tested in groups of up to 25,
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the testing period lasted approximately two hours, and the order of
tests was constant. Subjects completed the short form of the Modern
Language Aptitude Test (Carroll and Sapon, 1959) 70 , the French
Listening Comprehension Test (1955) 71 published by Educational
Testing Service and adapted for use with a university population, a
can-do questionnaire (Clark, 1981) 72 used to assess subjects'
perception of their competence in speaking and understanding French,
and a French cloze test. The last part of each session involved a
paired-associated learning task in which subjects were given six
trials to learn the French equivalents of 25 English words. For 92
of the subjects the material was presented using a visual/written
format, while for the remaining 78 subjects it was presented using
an aural/oral format. Following each trial, subjects rated their
level of motivation and interest and their perception of the
difficulty of that level.
The results of the study demonstrated that all three factors,
attitudes and motivation and language aptitude are important because
they influence the rate at which second language material is
learned. Subjects high in language aptitude learned faster than
those who were low, those high in integrative motivation learned
faster than those who were low, and the rate of learning was more
rapid under visual/written conditions as compared with aural/oral
ones. The results further indicated that although both aptitude and
attitudinal/motivational characteristics influence rate of learning,
the effects of aptitude seem to rest on the ability of individuals
to incorporate the material as it is presented while those of
attitudinal/motivational attributes rest on how well individuals
react to the task, suggesting the different roles these two factors
play in second language learning.
Attitudes and motivation have also been investigated among
Francophones learning English as a second language. Clement, Major,
Gardner and Smythe (1977) 73 conducted a study among 130 French
speaking seventh and eighth grade male and female students in a
French elementary school in Verner, Ontario. 	 In this study, the
researchers wanted to see if a relationship between motivation,
attitudes and achievement in English as a second language was
operative, and also to investigate the relationship between second
language acquisition contexts (home, school, friends, etc.) and
achievement in ESL. The instrument was based on or identical to
indices used in a previous study by Clement et al (1976) 74 . The
test battery was composed of Likert, semantic differential and
multiple ch ice and scales. 	 Two general classes of indices of
English achievement were also obtained. 	 Firstly, students were
asked to evaluate their own competence in writing, understanding
reading an speaking English on four seven-point scales. Secondly,
teachers evaluated their students' performances in English on a
seven-point scale ranging from "excellent" to "weak".
The results of the study showed that those students who
perceived themselves as being relatively competent in English
(writing, understanding, reading and speaking) exhibited a greater
desire to learn English, felt that their parents encouraged them and
had more favourable attitudes towards English Canadians.
	
These
students were also interested in their English course, evaluated it
positively and found it easy, while their teachers rated their
verbal ability highly and perceived the students as enthusiastic
about using English.	 However, it should be noted that while
students' self-confidence was associated with high teacher ratings
of achievement in spoken English and in enthusiasm to use English,
it was not related to teacher ratings of written English skills. As
regards the relationship between self-assessment and tutor
assessment it is similar to the findings of Blue (1988) 75 .	 In a
stuay among international students attending pre-sessional courses
in English for academic purposes (EAP) at the University of
Southampton in the U.K., Blue observed a significant and positive
association between students' self-assessment and tutors' assessment
in listening comprehension, speaking, reading and writing. However,
the level of association in reading and writing was not so high as
it was for the oral/aural skills. Accordingly, Blue suggests that
'whilst	 there	 is	 a	 definite	 positive	 association	 between
self-assessment and tutors' assessment, it is far from being a
perfect association" (p. 109).
The results of the Clement et al. study (1977) 76
 further
substantiated the conclusion that the integrative motive is an
important component of the individuals' motivation to learn a second
language. In addition, a "self-confidence with English" dimension
seemed to be operative among the subjects, and again, it seemed to
be dependent on the individuals' prior experience with English. As
far as the context of English use was concerned, this was found to
be related to achievement, but not to attitude, with students who
used English at home possessing a higher level of proficiency than
those who did not.
Another study was conducted by Clement, Gardner and Smythe
(1977a) 77 to assess the motivational characteristics of Francophones
learning English as a second language. The subjects were 153 male
and female tenth grade students and 151 grade eleven male and female
students from two schools within the Montreal Catholic School
Commission in Canada.	 Instrumentation followed that used by
Clement, Smythe, and Gardner (1976).78
The results of the study showed that an individual's motivation
to learn a second language is dependant upon favourable attitudes
towards the second language community (i.e. an integrative motive).
However, while the individual's intention to continue studying
English is related to an integrative motive, his/her actual
o petence in the second language seems to be more closely related
to a dimension of motivation which is best described as
self-confidence derived from prior experience with the language.
Clement, Gardner and Smythe (1980) 79 conducted another study to
assess the relationship between attituaes, motivation, the social
fact rs, language aptitude and fluency in a second language.
Indices of attitude, anxiety, motivation, personal contact with
Anglophones, fear of assimilation, intelligence and achieveme t in
English were obtained from 223 grade eleven Francophone male and
fe ale students from two schools of the Montreal Catholic School
Commis ion. The major attitudinal/motivational scales were aaapted
from Clement, Smythe and Gardner (1976) 80 and Clement, Gardner and
Smythe (1977b) 81 . Stuaents' proficiency in English was assessed by
an Aural Comprehension Test, a Readi g Comprehension Test, and a
Grammatical Knowledge test designed by the Montreal Cathol i c School
Commission.
The results of the study indicated that achievement in the
second language was related to both motivation and ability.
Attitudes and motivation have also been investigated among
Montreal Jewish students learning Hebrew as a second language.
Anisfield and Lambert (1961) 82 administered achievement, general
intelligence, language aptitude and attitude measures to Jewish 8th
and 9th graders learning Hebrew in seven Jewish parochial schools in
Montreal, Canada. The main purpose of the study was to test the
findings of Gardner and Lambert (1959) 83 and Gardner (1960) 84 that
integratively oriented students were better learners of a second
language than instrumentally oriented students were. The students'
achievement in Hebrew was assessed by a test consisting of a)
Reading Fluency, b) Pronunciation Accuracy, c) Purity of Accent, d)
Teachers' ratings. Ability Measures comprised : Verbal Reasoning
Test, taken from the Differential Aptitude Tests (Bennett, Seashore,
and W smen, 1959) 85 , an IQ test based on the Otis Self-Administering
Tests of Mental Ability administered by the Jewish Vocational
Guidance Centre in 1958, and Spelling Clues, words in Sentences and
Paired Associates, adapted from Psi-Lambda Foreign Language Aptitude
Battery, Short From (Carroll and Sapon, 1956)86. The Attitude tests
which were intended to measure students' reasons for learning Hebrew
and their attitudes towards the Jewish culture and community
consisted of an Anti-Semitism Scale, with items selected from the
California A-S Scale (Adorno, Frenkel-Brunswick, Levinson and
Sanford, 1950) 87 on the basis of their fitness for Jewish subjects,
nd an orientation index modelled after Gardner and Lambert
(1959)88.
The researchers found that general intelligence was an
important factor for various aspects of performance, though not
equally for all. Success in cognitive tasks such as comprehension
was more dependent on intelligence than success in oral production
was. Linguistic aptitude was related to the students' fluency and
accuracy.	 The results of this study showed that integrative
motivation did not correlate with achievement but rather that
instrumental motivation was related to achievement in learning
Hebrew as a second language.
	 Anisfield and Lambert, however,
concluded that in the case of Jewish culture, an instrumental
orientation actually indicated a desire to integrate into the
culture. Wanting to get a job requiring the knowledge of Hebrew (an
instrumental reason) means becoming a rabbi, a Hebrew teacher or
some other Hebrew professional with greater involvement in the
Jewish culture and the community. The researchers considered this
to be a situation different from the previous studies in Montreal
where many jobs required knowledge of French for purely instrumental
reasons, implying no desire for integration into the French Canadian
cultural community.
Research has also been conducted into the relationship between
attitudes and motivation and other variables involved in the
learning of a second language. In order to investigate the role of
the integrative motive on students' participation in the French
classroom, Gliksman, Gardner and Smythe (1982) 89 conducted a study
among fifty-two grade nine students, thirty-nine grade ten students,
and fifty-eight grade eleven students enrolled in French classes at
a semestered secondary school in Southwestern Ontario. The attitude
battery used in this investigation was adapted from Gardner and
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Smythe (1975a) 90 . The researchers found that students classified as
integratively motivated volunteered more than students classified as
non-integratively motivated. Such results offer clear evidence that
integratively motivated students are more active participants in the
French classroom.	 They tend to volunteer more answers in the
language classroom, are more correct in their responses, are more
satisfied and rewarded for their participation and also attract more
input and thus learn more. These differences, furthermore, are
evident throughout the duration of the course, indicating that the
effects are long term.
Clement, Smythe and Gardner (1978) 91
 conducted a study to
investigate the factors presumed to mediate the individual's
competence ln the second language and his/her persistence in
a quiring it. Data were gathered from 4,741 students of French as a
second language attending grades seven to eleven in six provinces of
Canada. Instrumentation followed that used by Gardner and Lambert
1972) 92 and the two studies by Clement, Gardner and Smythe
(1977a93 ; 1977b 4 ) and Clement, Major, Gardner and Smythe (1977) 95 .
The results of the study indicated that the most important
determinant of the individual's persistence in second-language study
was his/her motivations to learn the second language. 	 This
motivation, was, in turn supported by an array of attitudinal
aspects which include the individual's attitude towards the second
language community and evaluation of the learning situation.
So far we have reviewed the Canadian research involving regular
language programmes.	 All but one involved the two official
languages of the country, i.e. English and French. Anisfield and
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Lambert (1961) 96 conducted their study with students learning Hebrew
as a second language. Though the studies differed with respect to
the nature and number of variables they investigated, in general,
their results demonstrated that students with positive attitudes
towards the second language and the second language community were
better learners of a second language than those with negative
attitudes. The results further revealed that proficiency in the
second language, especially those skills which involved face to face
interaction with the target language community, were positively
related to attitudes towards the target language community. One
study, however, revealed that instrumental motivation was related to
achievement in learning the second language (Anisfield and Lambert,
1961)97.
Studies which have investigated the relationship between
parents' and childrens' attitudes showed that parental attitudes
might have an important bearing on their children's attitudes and
su equent second language learning (Feenstra, 1967 98 ;	 Gardner,
196 99 )•
In focusing attention on the relationship between attitudes/
motivation and behaviour in the classroom, research has demonstrated
that behaviour in the language classroom is related to attitudinal/
motivational characteristics. It has also found that integratively
motivated st dents are more active participants in the second
language classroom (Gliksman, Gardner and Smythe, 1982)100
Perseverance in language study has also been found to be related to
attitudinal/motivational characteristics, students having positive
attitudes towards the second language community and positive
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attitudes towards the learning situation tended to be more
persistant in second language study (Clement, Smythe and Gardner,
1978)101.
3.2.2	 Canadian Immersion Programmes
As was indicated earlier in Section 3.2 the prupose of this
sub-section is to review the Canadian research involving immersion
programmes.
The first in-depth investigation of early immersion programmes
was conducted by Lambert and Tucker (1972) 102 . The study spanned a
period of six years and covered many developmental changes in the
same children from the time they began their immersion programme in
kin ergarten to grade five. The major comparisons they presented
are between students in immersion programnes and both English and
French speaking controls. The results of the study demonstrated
that 'n grades one and two the immersion students expressed
attitudes towards French Canadians that were more positive than
those of the English speaking controls, but not as positive as those
of the French speaking controls. This pattern changed, however, as
the st dents grew older. In grades three and four, the immersion
students were comparable to the English controls in their attitudes
toward French Canadians. 	 By grade 5, these students stated in
answer to a direct question that they liked French Canadians more
than when they began studying French, and that they would be just as
happy if they had been born into a French Canadian family, although
such differences did not appear when they were asked the same
questions in grade four.
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Lambert, Tucker and D'Anglejan (1973) 103 had students in the
grade five pilot class and the grade four follow-up class rate the
concepts 'myself', 'English Canadians', 'French Canadians' and
'French people from France' on 13 bipolar semantic differential
scales. Significant differences between students in the immersion
programme and English control students in their reactions to the
concept of 'French Canadians' appeared on only one scale for both
classes. More importantly, however, in both classes the ratings of
the immersion St dents were intermediate between the ratings of
English and French control students for the concept 'French
Canadians', suggesting that their perceptions of the other community
were more or less mid-way between comparable students educated in
their own languages.	 The profile of responses to the concept
'my elf' was sinilar in the case of the grade five pilot class, but
n t in the case of the grade four follow-up one, indicating possibly
that a students became a bit older, even their self-perceptions
might moderate, a generalization also suggested by the earlier
findings. There was no consistent pattern for either class in their
rea tions to the other two concepts.
It is not clear whether such reactions are consistent.
Genesee, Tucker and Lambert (1978) 104 found, for example, that
students in grades one and two French immersion classes tended to
identify more with both French Canadians and people from France than
English controls did.	 Unfortunately from the point of view of
stability over time, no such differences were obtained with students
in grades three to five, which might be expected on the basis of the
results obtained by Lambert et al. (1973) 105 .
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In discussing the Montreal studies, Swain and Lapkin (1982)106
hold that immersion programmes may have a greater influence on the
attitudes of young children than on older ones, a possibility also
suggested by Blake et al. (1981) 107 . Such an effect could occur
either because the attitudes of younger children are more malleable,
or because the novelty of the immersion programme evokes attituoe
changes in the early years, or because the researchers' categories
are not salient for very young children who simply identify with
anyone that they come into contact with.
Another po sibility may be that consistent and permanent
attitude changes take place but that researchers focus on the wrong
component of the attitude. This view is held by Cziko, Lambert and
Gutter (1979)108.
	 They proposed that changes in attitude are
xpe ted to result from immersion language training because of the
constant interaction with a teacher from the other cultural
co unity and a developing proficiency in the language which causes
students to lose their feelings of foreignness about that community.
As a consequence, they argued that changes in attitude might involve
the c gnitive rather than the evaluative component.
In an investigation, Colletta (1982) 109 examined parental
influence on students' attitudes and motivation in second language
learning.	 Data were obtained from 68 grade 7, 8, 9 and 10
Anglophone students enrolled in the Late French Immersion Programme
of the Ottawa Roman Catholic Separate School Board during the
academic year 1978-79. Data were also obtained from their parents.
Attitudes and indices of motivation of both students and parents,
and of self-confidence with French (students only) were measured by
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two questionnaires, one each for students and parents. Correlations
between 68 children and their parents on comparable measures of
interest in foreign languages, attitudes towards French Canadians,
integrativeness, ethnocentrism and parental encouragement were .12,
.03, -.04,	 .00, and .20 respectively, none of which were
significant. Therefore there does not appear to be any relation
between children's and parent's attitudes, a result contradictory to
the earlier findings by Feenstra (1967) 110 and Gardner (1960) 111 .
It might be that in this setting the attitudes were not salient,
though it is worth noting that this study was conducted in a region
where French and English language instruction are common and often
discussed, and where there is a large proportion of both English and
French speaking Canadians. An alternative explanation might be that
the e attitudes are very salient, a d parents' and children's
attitudes might be influenced by many different factors. however,
the researcher suggested that "the role of parental influence on
ec d language acquisition needs further examination, particularly
with re pect to the manner in which that influence is felt"
(Colletta, 1982, p. 92)112.
In this sub-section we have reviewed the Canadian research
centered on immersion programmes and their effects on learner's
attitude and motivation. The general conclusion that seems to
emerge is that changes in social attitudes may be greatest where the
programmes involve experiences of rather brief duration. 	 The
findings are not so clear cut when attention is directed towards the
effe ts of immersion programmes on attitudinal characteristics.
Lambert and Tucker (1972) 113 found, for example, that grade 2 French
'mmersion students had more favourable attitudes towards French
speaking people than did their English controls, but these
differences were not maintained with these types of tests in later
years. Other ways of eliciting attitudes did show effects, however.
By grade 5, these students stated in answer to a direct question
that they liked Francophone Canadians more than when they began
studying French, and that they would be "just as happy" if they had
been born into a French Canadian family. Cziko, Lambert and Gutter
(1979)114 suggest that the inconsistency of these findings might be
due to the emphasis on evaluative aspects of attitudes. They argue
that in the process of developing bilingual competence, Anglophone
students experiencing lengthy immersion training tend to reduce the
social distance between themselves and Francophone Canadians,
particularly bilingual ones.
A study, which investigated the influence of parental influence
n students' attitudes and motivation revealed no association
between children's and parents' attitudes (Colletta, 1982) 115 . This
contrad i ct the e rlier findings of Feenstra (1967) 116 and Gardner
1960). 117 Further research is needed to clarify this finding.
3.2.3	 Canadian Intensive Language Programmes 
Intensive language programmes are short term (i.e., five or six
week) programmes in which the najor focus is on second language
study. One of the earliest studies of this type was conducted by
Lambert, Gardner, Bank and Tunstall (1963) 118 using American
university students learning French as a second language at the
McGill French Sunmer School in Canada. The objective of the study
was to examine extensively the attitudinal and cognitive correlates
of second-language learning among these students. The results of
the study demonstrated a relationship among attitudes, motivation
and achievement and that the relation between attitudes and
achievement was influenced by the dynamics of such a programme. The
researchers found that the students' motivation to acquire French as
a second language was related to their orientation towards learning
a second language and to attitudes towards the second language
group. They found, however, that the degree of influence of the
attitudinal variables varied with the proficiency of the students;
elementary level students were more influenced by attitudes than
more advanced students.
Gardner, Smythe and Brunet (1977) 119 also conducted an
inve t'gation into changes in attitudes, motivation, and French
proficiency among 62 high school students registered in an intensive
five week "French as a second language" programme in the Ontario
scho I system. This programme required the students to live in a
s ho 1 residence away from home and to return home for the
week-ends. Although the school was located in an English speaking
region, thus depriving the students of the opportunity to interact
with French speaking individuals outside school, every attempt was
in de to encourage the students to speak French.	 Four young
Francoph nes were present as monitors to encourage the use of
French; French movies were shown, and two trips were taken to
French speaking communities. In addition, on the first day of the
programme, a formal ceremony was held at which students publicly
signed	 pledge to speak only French while at the school. The
teachers attenpted to enforce the pledge in a good natured manner,
but even so, all students reported breaking the pledge on a number
of occasions.
The students were administered a battery of attitude and
motivation tests as well as a test of oral French proficiency prior
to and upon completion of the course. 	 In addition, both
teacher-ratings and self-ratings of French language skills were
collected at several intervals during the course. 	 Measures of
French proficiency included students' self-ratings of their skills
in French in terms of four aspects - writing, understanding, reading
and speakirg, and teachers' ratings of the students' level of
achievenent in French on two attributes - Oral French Skills and
Fr nch Aural Achievement. Finally, two indices of oral proficiency
(Accuracy in French and French Fluency) were obtained from the
students' speech samples. The students' oral proficiency in French
wa assessed on a test adapted from Burstall, Jamieson, Cohen and
Hargreaves (1974). 120
The results of the study demonstrated changes in attitudes,
otivation and French proficiency and the course was particularly
effective in increasing student motivation to learn French and in
promoting a rapid improvement in oral/aural skills. The beginners
tended to be more ethnocentric and anxious;	 the intermediate
students tended to be uncertain about their interest in second
language study; while the advanced students were most contented
with the way in which their teachers treated them. When the second
language was considered from the point of view of the students, or
an observer rating their speech, the advanced students were superior
to the intermediate students who in turn were superior to the
beginners. The teachers also perceived this ranking but tended to
see greater differences between the beginners and intermediate
students than between the intermediate and advanced ones. The
pattern of attitude changes was more complex as both positive and
negative shifts were observed. Firstly, the programme appeared to
have made students less tolerant of outgroups. The researchers
concluded that although the negative effects might be disconcerting
for those who argue that second language learning promotes
tolerance, they are in general agreement with those noted in an
intensive language programme by Lambert, Gardner, Bank and Tunstall
(1963). 121 Secondly, as a result of the programme, students became
more confident in French and more motivated to learn and use it.
Gardner, Smythe and Clement (1979) 122 conducted another study
mong 65 American and 89 Canadian adults enrolled in an intensive
French language programme in Northern Quebec in Canada. The purpose
of the investigation was to investigate the relation of a series of
attitu inal/motivational variables to achievement in French and to
asses the effects of the programme on attitudes, motivation and
French pr ficiency. Proficiency was both pre- and post- tested, and
a questionnaire designed to assess attitudes and motivation was also
ad inistered both at the beginning and on the last day of the
programme. The attitude/motivation questionnaire consisted of 18
sets of scales very similar to the ones used in the earlier studies.
Proficiency in French was assessed by Oral Expression and Aural
Comprehension.
The results of the study showed that there was a relationship
between integrative motivation and oral proficiency in French for
the Canadian subjects. However, this was not so evident with the
American subjects, even though there was some evidence of
integrative notivation. Furthermore, both samples evidenced
decreases in anxiety and attitudes toward bilingualism, and
increases in French proficiency as a result of the programme, while
the American sample also demonstrated a decrease in appreciation of
the French Canadian community, and an increased desire to learn
French. The researchers thought the results of the study were
consistent with previous studies, yet speculated that differences
between the two groups were due to the differences in their social
and cultural backgrounds.
In this sub-section, we have reviewed research involved with
students learning French as a second language in intensive language
programmes. Although the studies varied with respect to the nature
of the subjects and the variables they investigated, in general,
they demonstrated that attitude change did occur as a result of
intensive language study. Ishether the change would be positive or
negative, they depend, to some extent, on the nature of the
progr	 e.
3.2.4	 Canadian Excursion Programmes 
Excursion programes are generally brief (i.e., two day to two
week) trips to the target language community. 	 Participants may
sometimes experience close personal contact in the homes of members
of the comnunity. Clement, Gardner and Smythe (1977b) 123
 conducted
a study to clarify the effects of frequency of contact in an
excursion programne. The researchers held that those individuals who
seek frequent interaction with members of the other group are those
who, a priori, have positive attitudes towards the group and the
acquisition of its language; also, those students who voluntarily
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interact frequently with members of the target language community
should evidence a more positive attitude towards the other group and
its language than students having less frequent or no contact, even
after controlling for initial attitudinal characteristics.
The subjects of their study were 379 grade eight students
attending 10 public schools in London, Ontario. They were assessed
both before and after a short excursion to Quebec City.
	 The
attitudinal/motivational battery consisted of 20 subtests elaborated
by Gardner and Smythe (1975a). 124
 The researchers divided the
participants into low frequency and high frequency contact groups on
the basis of their report on the post-test of the amount of
interaction they had had with members of the French speaking
ommunity, and contrasted these with a control group. The results
of the pre-test indicated that the two participation groups differed
fro the control group on only two measures, i.e. Attitudes towards
Le rning French and Desire to Learn French. Non-participants were
less interested in learning French. Furthermore, the high contact
subjects differed from the other two groups on six measures. They
expressed more positive attitudes towards French Canadians and
towards learning French, showed greater interested in foreign
languages, reported expending more effort to learn French, were more
integrative, and felt that they received more support from their
parents to learn French. Similar differences were also obtained in
the analysis of the post-test data, after controlling for initial
attitudes indicating the bidirectionality of the influence.
Positive attitudes influence those who will seek out contact with
menbers of the second larguage community, but this contact also
produces changes in attitudes.
Students' attitudes towards both the community and its language
are affected by a brief exposure, according to this study. However,
the same researchers showed that the results were far from
conclusive:	 attitudes towards the community were felt to have
possible improvements, while attitudes towards the language could
change negatively. Moreover, although the group visited Quebec as
one, the study showed it was far from homogeneous. Certain students
sought inter-ethnic contact and were found to have, a priori, more
favourable attitudes to both the culture and the language than those
who had low or zero contact.
Here, we have reviewed a research conducted among Anglophones
attendin an excursion programme. The results suggest that the most
positive attitudinal and motivational changes may emerge in brief
bicultural excursions, specially among those students, who visit the
other community and report active participation.
This section has reviewed the studies conducted in Canada.
M st of these studies involved teenagers learning a second language;
only three (Lambert, Gardner, Bank and Tunstall, 1963 125 ; Gardner,
Snythe and Clement, 1979126;	 Gardner, Lalonde and Moorcroft,
1985 127 ) were concerned with adults learning a second language. All
but one involved the two official languages of the country, French
nd English. Anisfield and Lambert (1961
among Jewish students learning Hebrew as a second language. As all
these studies were conducted in bilingual and bicultural contexts,
the subjects were exposed considerably to the target language and
its culture. Although the studies differed with respect to the
nature and number of variables they investigated, all of them showed
) 128 conducted their study
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that students with positive attitudes towards the second language
and the second language community were more motivated to learn than
those with negative attitudes towards the second language and the
second language community. The results of these studies further
revealed that proficiency in the second language was related to
positive attitudes towards the target community. The researchers
considered this as evidence for the supremacy of integrative
motivation.	 There are some doubts about the importance of
integrative motivation, which Gardner, Lambert and their associates
considered important in learning a second language in their Canadian
studies, as compared to learning a second or foreign language in
general. There are also strong indications that the context of
their studies affected their results.	 Canada is a bilingual and
bicultural country where French-Canadians and Anglophone-Canadians
live together, and by the necessity of that situation, any
Angloph ne-Canadian or Francophone Canadian who wants to be
successful in learning French/English has to have a favourable
attitu e towards speakers of the other language community because
each group interacts inevitably with the other on a daily basis. It
i s very natural in Canada that what is termed "integrative"
motivation will pre ail and correlate with communicative measures
since	 English/French	 speakers	 have	 no	 immediate	 use for
French/English except when communicating with English/French
speakers. Age is another factor which might have affected the
results of these studies. The subjects were all teenagers, and at
such an age students are still under the influence of their parents'
attitudes towards many things, including learning a second/foreign
language. It is no secret that many Canadian parents in general are
trying hard to make Canada a bilingual country. It has also been
demonstrated in some studies in Canada itself that the influence of
parental attitudes on their children is considerable, especially
with respect to learning a second language (e.g. Feenstra, 1967 129
and Gardner, 1960
130 ).
The Canadian studies have undoubtedly contributed significantly
to our knowledge about attitudes and motivation and their
relationship to achievement in second/foreign language learning.
However, none of the studies reviewed has taken teachers' attitudes
into consideration, although at least one study has emphasized the
import nce of the attitudes of the student, his/her parents, and
his/her teachers in second/foreign language learning (Feenstra,
1969, p. 5). 131	Only a few studies (e.g. Colletta, 1982
132
;
Fe nstra, 1967
133
;	 and Gardner, 1960
134 ) have examined the
influence of parental attitudes on the attitudes and motivation of
the stu ents. Nevertheless, findings in this respect seemed to have
been contradictory. Mile Feenstra (1967) 135 and Gardner (1960) 136
found a strong relationship between the attitudes of the parents and
the students, Colletta (1982) 137 did not find any association
between parental attitudes and the attitudes of the students.
Despite the fact that many studies of individual difference in
econd language achievement included sex as a variable, little
attention appears to have been devoted to determining the actual
role it plays. The findings in this respect seem to have been
contradictory.	 For example, while Smythe, Stennett and Feenstra
(1972) 138 demonstrated that females achieve higher levels of
proficiency and show more favourable attitudes towards learning the
second language, Naiman, Frolich, Stern and Todesco (1978) 139
 failed
to find any association between sex and measures of proficiency.
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Furthermore, none of the studies considered the academic major as an
important variable in learning a second language.
3.3 Studies in the United States 
In the United States, research on second language learning has
involved mainly the predominantly official language, English. Three
studies (Gardner and Lambert, 1972140; Teitelbaum, Edwards and
Hudson, 1975 141 ; and Trylong, 1987142 ), however, have focused on
two other languages, French and Spanish.
	 All but two studies
(Bartley, 1970 143 ;	 Gardner and Lambert, 1972 144 ) used foreign
students as their subjects and only three studies (Bartley, 1970 145 ;
Gardner and Lambert, 1972
146
; Wong, 1982
147 ) were concerned with
teenagers learning a second language in junior high school and high
school, while the rest were conducted among university students.
Spolsky (1969) 148 was the first American researcher to conduct
a study similar to that of Gardner and Lambert among international
students in the United States. His study was done primarily for the
purpose of findi g out more about integrative motivation and
secondly in order to develop a suitable instrument for investigation
among his particular subject sample.
	 A total of 315 foreign
students representing 80 different countries who had recently
arrived in the United States to attend American universities were
involved in the study. The instruments used to test the students
consisted of (1) a direct questionnaire modelled on Gardner and
Lambert's work, in which students were asked to rate the importance
of fourteen possible reasons for having come to the United States,
and (2) an indirect questionnaire containing four lists of thirty
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adjectives such as "busy", "stubborn", and "sincere". From the four
lists the students were requested to state how well each adjective
described themselves as they were, themselves as they would like to
be, other speakers of their own language, and native speakers of
English. There were five choices ranging from "very well" to "not
at all". An English language proficiency test developed by Spolsky
et al. (1968) 149 was used to gauge the dependent variable, the
informants' proficiency in English.
The results of the direct questionnaire indicated that only
about 20% of the students could be classified as integratively
motivated. The rest gave instrumental reasons for study in the
United States. A comparison of the relationship of this motivation
with pr Uciency in English showed no significant correlation, this
being contrary to the findings of Gardner and his colleagues.
Spolsky blamed this on the students' unwillingness to admit to
motives which might have suggested that they wished to leave their
own countries permanently.
The indirect questionnaire which, according to Spolsky, was a
more sensitive instrument, showed that a third of the students
considered speakers of English to be a more desirable reference
group;	 this meant that these students were considered to be
integratively motivated. Integrative motivation was found to have a
significant correlation with high scores in English.
	 Spolsky
con luded that the second type of questionnaire was preferable and
stated that language educators and teachers must understand not only
how second languages are learned but why.
	 He concurred with
Gardner, Lambert and their associates stating that "learning a
- 133 -
second language is a key to possible membership of a secondary
society : the desire to join that group is a major factor in
language learning" (Spolsky, 1969, p. 282).150
Bartley (1970) 151
 conducted a study in order to investigate the
role of attitudes as a factor in the choice of whether to continue
or drop out of a foreign language programme. The subjects were
members of eighth grade classes in two junior high schools in the
Palo Alto Unified School District in California. They were asked to
respond to a foreign language attitude scale both at the beginning
of the school year and again toward the end of the school year. The
cale was designed to measure such attitude influencing factors as
teacher variable, parental influence, importance of the foreign
language to one's own peers, the importance of the foreign language
in the curriculum as the student perceives it, and various items
which measure intrinsic and instrumental motivation. The researcher
then divided the students into groups according to whether they
continued or dropped foreign language in the ninth grade.
The results of the study showed that there was a statistically
significant difference both initially and at the end of the school
year between the continuing and non-continuing groups. The attitude
of the "drop-out" group was significantly lower than that of the
"continuing group" initially as well as at the end. The findings
also showed a significant negative change of attitude within the
drop-out group, whereas in the continuing group, the attitude
towards	 foreign-language	 learning	 remained	 stable.	 Notable
differences were also found when the continuing and drop-out groups
were divided according to sex variable. The girls in both groups
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had considerably higher scores in both the September and March
administrations than the boys.	 There were no significant
differences between the boy's September and March results and the
girls' September and March results in the continuing group. In the
dropout group, however, a significant change of attitude did exist
for both sexes. There was a more positive correlation between
negative attitudes towards the foreign language and dropping out of
the course for the boys than there was for the girls.
Gardner and Lambert (1972) 152
 conducted research in the United
States. Their American studies were carried out in order to see if
the re ults obtained in Canada could be generalized to other areas
'n North America. The subjects were high school Anglophone students
learning French as a second language in two bicultural settings in
he States of Maine and Louisiana, and one monocultural setting in
the State of Connecticut.	 Different test batteries were
ad nnistered in different social situations. In all three studies
the researchers found that students who were strongly motivated to
learn French obtained good grades in French. 	 However, in each
sett . ng , there was a different attitudinal foundation for this
motivation.
	
In the Louisiana study, this derived from strong
parental encouragement and the personal satisfaction of the student
in his/her attempts to learn French. In the Maine study, a student's
identification with the French teacher and his/her sensitivity
towards the feelings of others formed the basis of the attitudinal
setting, while in Connecticut the students' motivation stemmed from
an integrative orientation toward French people and their culture as
well as from a realization of the potential usefulness of the
language (indicating the presence of instrumental orientation as
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well). The researchers concluded their studies in the United States
by stating "that each community, American or otherwise, has its own
complex network of social influences" (p. 54).
Teitelbaum, Edwards and Hudson (1975) 153 conducted a study of
university students studying Spanish at the University of New
Mexico. One of the groups in their study consisted of Spanish
surnamed individuals of Spanish ancestry with Spanish as their first
language while the other group were Anglo Americans with English as
their first language. The results showed that the Spanish group was
instrumentally motivated but did poorly in achievement.	 The
researchers tried to explain their findings, which appeared to be
inconsistent with previous findings in two ways : firstly, they
found that instrumental rather than integrative motivation related
t achievement, and secondly more motivated students did poorly in
achievement unlike in previous studies where the motivated students'
chievement was high. They speculated that instrumental motivation
in fact indicated integrative motivation as well, just as it did in
he case of Anisfield and Lambert's (1961) 154 study. Since the jobs
to which many of these students aspired involved the Chicano
community of which they were members, they speculated that for them
to learn standard "classroom Spanish" to replace their "barrio
Spanish" might keep them from participating in their culture. As a
result, even though the students might have had very strong
instrumental motivation to learn Spanish, they did poorly in the
Spanish class so that they would not become ostracized and would
remain integrated into Chicano culture.
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In the Anglo group, the researchers found that an attitudinal
variable was related to proficiency. However, contrary to Gardner
and Lambert's findings that positive attitudes correlate with
proficiency, Teitelbaum et al. found that negative attitudes
correlated with proficiercy. They gave the following explanation
for these puzzling findings. Their attitude inventories involved
attitudes towards the Chicano community in which the Anglos were
learning Spanish.	 The Anglos demonstrated negative attitudes
towards the Chicanos, and it was supposed that the Anglos did not
use the local Chicano population as a model to motivate their study
of Spanish but instead relied upon a more widely recognized Spanish
speaking community. There was no data in their study to support
this speculation.	 However, their findings seem consistent with
those of 011er, Baca and Vigil (1977) 155
 involving Mexican
Affericans.
The Mexican Americans' attitudes toward the Anglos became more
negative as they learned English. The Anglos in Teitelbaum et al.
(1975) 156 study demonstrated negative attitudes towards the Mexican
American yet still %ere able to acquire Spanish. It appears that
although neither group likes the other, they both see the practical
aspects of learning each other's languages for business and
professional gain. The conclusions of the study by Teitelbaum et
al. point out, once again, that there are indeed correlations among
attitudes, motivation and performance; however, these correlations
are variable and may depend upon the social settings of the
research, the socio-political status of the two groups, and the
prestige of the languages involved.
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Abbashar (1977) 157
 conducted an attitudinal/motivational study
using Arab graduate and undergraduate students learning English at
the Indiana University as subjects and using TOEFL and attitudinal
scales adapted from Gardner and Lambert (1972) 158
 as data collecting
instruments. The results of the study revealed that (1) attitudinal
scales failed to have a significant explanatory value in achievement
in English as a second language; (2) that neither integrative nor
instrumental orientation contributed significantly to achievement in
English as a second language; 	 and (3) that high aptitude was
significantly related to achievement.
In another study Oiler, Hudson and Liu (1977) 159 investigated
the relations between various measures of attitudes towards self,
he n tive language group, the target language group, reasons for
learning English as a second language, reasons for travelling to the
United States and the attained proficiency in ESL of 44 Chinese
spe king male and female foreign students studying at the University
f New Mexico and at the University of Texas at El Paso. The
e earchers utilized instrumentation adapted from Spolsky (1969). 160
A Cloze Test was used to gauge proficiency in English.
The researchers found that in general attitudes towards self
and the native language group as well as attitudes towards the
target language group were positively correlated with attained
proficiency in ESL.	 It was also found that learners who were
pparently more integratively motivated performed better than those
who were less integratively oriented. The relation between attained
proficiency and attitudes towards the target language group,
however, seemed more complex than the relations between attained
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proficiency and attitudes towards self and towards the native
language.
	 The relation between reasons for studying ESL or
travelling to the U.S. and attained proficiency was contrary to
previous predictions.
	 For instance, there was a significant
negative correlation between desire to stay in the U.S. permanently
and attained ESL proficiency. However, the researchers felt that
the results of the study only partially supported the distinction
between integrative and instrumental orientation.
In another study Oiler, Baca, and Vigil (1977a) 161 surveyed 60
Mexican-American females studying ESL in a Job Corps vocational
school in Albuquerque, New Mexico and found that the subjects who
were proficiert in English were not integratively motivated but
rather learned English for instrumental reasons. The researchers
explained these results in terms of the political ill feelings of
Mexican towards Americans.
Koosha ( 1 978)
162
 conducted a study among international students
stu ying English as a second language at the University of Colorado.
The results of the study showed that those students who hoped to use
the acquired language as a tool for reading and understanding of
materials pertinent to their future a ademic undertakings and/or
future occupations, were more highly motivated to learn the
language. These subjects also showed that the more they studied the
language, the more they wanted to exploit it for utilitarian
purposes. In this study Koosha also found that female students were
less	 ethnocentric	 than male participants.	 They	 also did
significantly better than male students on the Michigan Test of
English Proficiency.
Another attitudinal/motivational study was conducted by Hansen
(1981) 163 among 93 international students attending the Programme in
American Language Studies at Rutgers, The State University of New
Jersey, and English as a second language classes at Kean College,
New Jersey. The purpose of the study was primarily to examine
attitudes (positive or negative) and motivation (integrative or
instrumental) as they influence English language proficiency, and
secondly to suggest how knowledge of an attitudinal-motivational
construct may be useful in designing and implementing programmes
that would maximise success for students of English as a second
language.	 Pre- and post-attitudinal motivational inventories as
well as achievement tests were administered.
Students were given a Motivation Orientation Index inventory
nsisting of twelve statements (six indicative of instrumental
motivational six of integrative motivation) to determine their
m tivation for studying English (following Anisfield and Lambert,
1961
164
; G rdner and Lambert, 1959 165 ; Gardner and Santos, 1970
166
;
Lanbert, Hodgson, Gardner and Fillenbaum, 1960 167 ; Oiler, Baca and
Vigil, 1977 168 ).	 Four attitude inventory scales were given to
indicate a) the attitudes of the students toward their own culture,
b) the attitudes of the students towards American culture, c) the
student's attitudes towards their native language, and d) the
students' attitudes towards the English language. The first two
scales were semantic differential scales adapted from Gardner and
Lambert (1972, p. 157).169 The last two scales were designed by the
researcher herself. The Motivational Intensity Scale adapted from
Gardner and Lambert (1972, p. l52_153)170 was given to determine how
much time a student spent on the task of learning English. Besides
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the attitudinal/motivational scales, four other variables, age, sex,
academic major and the general background of the student, were
included in this study in order to assess any possible effect of
these variables in relation to attitudes. The students' results on
the Michigan Test of English Proficiency or the Comprehens4ve
English Language Test (CELT) served as their pre-achieverent test
scores. Students who had taken the CELT as their pre-test were
post-tested with the Michigan Test and vice versa.
The results of this study showed that both students' attitudes
owards their own culture as well as towards the second language
community were related to their proficiency in English as a second
language.	 The study also showed that neither integrative nor
instru ental motivation was related to achievement. The conclusion
that less motivated students (both integratively and instrumentally)
do better in English achievement fails to support all other findings
in pre ious studies. The researcher concluded that the reason that
the defect in the design manifested itself in her study and not in
previous stuaie was unknown. She also suggested that it could be
that the difference in the social situations of the students caused
the discrepancies between studies. Hansen also thought that the
questionnaire patterned after Gardner and Lambert (1972) 171 was
inadequately designed. She recommended that it be expanded and that
studies be carried out in the context of native cultures. In this
study Hansen did not find any association between sex and
proficiency in English. The results of the study also showed that
sc'ence students achieved nore than their humanities counter-parts.
However, the researcher did not show if there was any association
between academic major and attitudes and motivation.
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Abboushi (1983) 172
 also conducted a study to investigate the
relationships between attitudes and motivation to learning English
as a second language and achievement in the language among 67
international students enrolled in an intensive English language
programme in a small private university in the midwest United
States. Instrumentation by which data were gathered for measuring
the attitudes and motivation followed that used by Gardner, Lambert
and others. Measures of achievement in English consisted of scores
earned by the subjects on three tests, i.e., the Diagnostic Test for
students of English as Second Language (Davies Test), the English
Placement Test (EPT) published by the Michigan University, and the
Michigan Test of English Language Proficiency.
The results of the study showed that those students with
positive self-concepts, both actual and ideal, who believed
themselves to be fluent in English, and who were comfortable in
English classes, achieved high levels in the language. The results
further indicated that second language students who felt culturally
superior to speakers of the target language, and who rated
themselves as very fluent in their mother tongue did not achieve
well in the second language. The researcher, however, did not find
any clear distinction between instrumental	 and integrative
orientation and motivation. 	 She also observed that integrative
orientation correlated negatively with achievement in English and
considered this to be spurious.
England	 (1984) 173 conducted a study to describe the
complexities behind the reasons why a group of foreign graduate
students in an ESL learning context want to learn English, and to
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discover whether instrumental motivation and personal goals for ESL
learning may be associated with proficiency. Her subjects were 46
adults admitted to the graduate school of the University of Illinois
in a variety of disciplines during the fall semester, 1983. They
were placed on remedial ESL courses, depending upon their Placement
Test scores.	 The attitudinal/motivational measures were adapted
nainly from Gardner and Lambert (1972) 174 , Shaw (1981) 175 , and
Pierson et al. (1980). 176 Proficiency in English was measured by
the University of Illinois Placement Test (CPT) and an Oral
Proficiency Test developed by Savignon (1972).177
The results showed motivation to be an important factor
contributing to ESL learning. However, the results of the study
showed that motivation to learn the English language may be
independent of motivation to integrate or acculturate with native
speakers of American English in some environments in the U.S.
Secondly, motivation to learn English may be associated with the
awareness on the part of the learner of the importance of using the
language.
Yamoor (1985) 178
 conducted a study to determine the
relationship between attitudes towards learning and acquisition of
the second language among 93 international students enrolled in the
Ohio Programme of Intensive English at Ohio University, Athens, Ohio
during the Fall Quarter 1984-85. These students were attending the
programme to improve their level of proficiency in English in order
to be able to participate in the university classes. The four
scales of the Attitude/Motivation Battery Test (Attitudes Toward
Learning a Foreign Language, Desire to Learn English, Orientation
Index, and Motivational Intensity to Learn English) developed by
Gardner, Lambert and their associates were used to gauge the
independent variable. 	 Students' scores on the Michigan Test of
Aural Comprehension, the Michigan Test of English Language
Proficiency, and Ohio Programme of Intensive English Composition
Test were used to measure achievement in English. These tests were
administered as a pre-test at the beginning of the quarter, and as a
post-test at the end of the quarter.
The results of the study showed no significant relationship
between the students' attitudes and motivation and the percentage of
change in learning English as a second language. 	 The results
rurth r revealed that the advanced level students had more
favourable attitudes towards learning English.
Wong (1982) 179 conducted a study among 50 Chinese speaking
students learning English as a second language in the George
Washington High School in San Francisco. The purpose of the study
a t examine the relationship between attitudinal and motivational
variables and the successful acquisition of EnsVis'n as a second
language on the part of Chinese-speaking students in America.
The results of this study indicated that there was no
significant difference between the instrumentally and integratively
motivated students. The descriptive data, however, showed that the
majority of the students were instrumentally motivated.
Trylong (1987) 180 conducted a study among two hundred and
sixteen students learning French as a foreign language at a large,
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midwestern State University during the Spring Semester of the
1985-1986 academic year to investigate the relationship of aptitude,
attitudes and anxiety to student achievement in learning a foreign
language. Data collected included scores on the following
independent variables: aptitude, attitudes, and anxiety; and scores
on the following dependent variables: oral quizzes, written exams,
and overall course grades.
The results of the data analysis indicated a negative
relationship between anxiety and achievement. Students who
expressed greater anxiety tended to have lower scores on all of the
achievement measures. The results demonstrated a positive
correlation between attitudes and achievement; students with higher
scores on the attitude measure tended to have higher scores on the
achievement measures. Aptitude was also found to be a significant
predictor of achievement.
In this sub-section we have reviewed studies conducted in the
United States. As stated earlier, the studies involved mainly the
predominantly official language of the country, English. However,
three studies were concerned with two other languages, French
(Gardner and Lambert, 1972;18'I Trylong, 1987182) and Spanish
(Teifelbaum, Edwards and Hudson, 1975 183 ). Only three studies were
conducted among American students (Bartley, 1970 184 ; Gardner and
Lambert, 1972 185 ; and Wong, 1982 186 ). All other studies were
Conducted among international students and only three studies
(Batley, 1970 187 ; Gardner and Lambert, 1972 188 ; and Wong,
1982 189 ) here concerned with teenagers learning a second language in
junior high school and high school, while the rest were conducted
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among university students. The results of these studies are more
diverse than those of the studies conducted in the United Kingdom,
Canada, Asia and other parts of the world. However, most of the
studies demonstrated that the more instrumentally motivated were the
ones whose achievement in the second language was highest (see for
example, Abboushi, 1983
190
; England, 1984
191
; Gardner and Lambert,
1.
1972 92 , Koosha, 1978 193 ; 011er, Baca and Vigil, 1977a 194 ; Wong,
1982 195 ). Few of the studies showed that those students who were
more integratively motivated achieved more in the target language
(e.g. Spolsky, 1969). 196 However, in the case of the Spolsky study,
the results seem to be confusing.	 The results of the direct
questionnaire showed that only 20% of the students could be
classified as integratively motivated, whereas the indirect
questionnaire showed that a third of the students considered
peakers of English to be a more desirable reference group and
therefore the researcher considered the later group to be
integratively motivated. 	 However, it may be pointed out that
indirect identity scales generally used to measure students'
attitudes and motivation may sometimes be very confusing to
subjects. The measure is basically a semantic differential scale
consisting of a certain number of adjectives.
	 The student is
required to rate both his/her own nationals and the native speakers
of the target ldnguage. The assumption is that if the students rate
the native speakers of the target language more positively than
the'r ethnic group, this will be an indication of the students'
dissatisfaction with their own native people dnd an indication of
the desire to integrate into the target language culture.
Nevertheless, admiration of good characteristics in the target
language group and high ratings of them do not necessarily denote a
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desire for integration into the target culture. In actual fact they
may indicate that the subjects desire these characteristics for
themselves and their ethnic group.
Some studies (e.g. Abbashar, 1977 197 ; Hansen, 1981 198 ) also
demonstrated that neither type of orientation was related to
achievement, while at least one study (Oiler, Hudson and Liu,
1977) 199 failed to support the distinction between integrative and
instrumental orientation. One may perhaps wonder at the difference
in results obtained by the studies. It may, however, be noted here
that although all of these studies were conducted in the U.S.A., the
subjects for these studies came from different sociocultural
backgrounds and their need for the second/foreign language changes
according to the socio-cultural environment, and the situation they
find themselves in at any given time in life. The motivation to
learn a second/foreign language may also be affected by the
stuaent's age, past experience, linguistic and cultural background,
status and the prestige of the students' mother tongue, and status
and the prestige of the target language locally and internationally.
The student's motivation may also be affected by the student's
attitudes towards the native speakers of the target language and
his/her attitudes towards the task of learning the language, which
are transmitted by the student's parents, teachers and ethnic group.
The	 U.S.A.	 studies	 have	 contributed	 greatly	 to	 our
understanding of the role of attitudes and motivation in
	
second/foreign language learning. 	 However, the findings of the
studies appear to have been inconclusive, fragmentary, often
contradictory, and even occasionally to have shown nothing of any
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significance.	 None of the studies considered the attitudes of
parents and teachers and their role in second/foreign language
learning, although one study did state that "in a typical language
learning situation, there are a number of people whose attitudes to
each other can be significant : the learner, the teacher, the
learner's peers and parents, and the speakers of the language"
(Spolsky, 1969, p. 273). 200 Gardner and Lambert (1972, p. 10) 201
also emphasized the importance of the role of the teachers in
second/foreign language learning and stated that "of course teaching
techniques and teacher's personalities can certainly affect the
attitudes and motivation of students, but these important factors
have been ruled out or reduced as much as possible in this
investigation". Although many studies included sex as a variable,
only three (Bartley, 1970 202 ; Koosha, 1978203 ; and Hansen, 1981 204 )
have attempted to determine the actual role played. However, the
findings in this respect seem to be contradictory also. Bartley
(1970) 205 observed that the girls had more favourable and positive
attitudes towards learning a foreign language and Koosha (1978) 206
found that females were less ethnocratic than males and did better
on the English proficiency Test. But Hansen (1981) 207 failed to
find any association between sex and attitudes, motivation and
208
proficiency in the subject.	 Only one study (Hansen, 1981)
appears to have considered the academic major as an important
variable, and concluded that science students achieved more than
humanities students. However, she did not show if there was any
association between academic major and student attitudes and
motivation.
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3.4 Asian Studies 
Asian research on second/foreign language learning has mainly
involved English, although one study (Jacobsen and Imhoof, 1974209)
was centered on Protestant missionaries learning Japanese.
The first research	 into attitudes	 and motivation	 in
second/foreign language learning in Asia was conducted by Gardner
and Santos in 1970. 210 They investigated the motivational variables
contributing to the variance in second-language achievement among
1 3 senior high school students studying English in a suburb of
Manila in the Philippines. All students had completed about six
years of forffal training in English. The Philippines is a community
where English has definite instrumental value owing to the great
diversity of languages in the country.	 Gardner and Santos
discovered that students who were instrumentally oriented, and who
received support from their parents in this orientation, were more
suc essful in acquiring English than students who did not enjoy the
sane kind of support. The investigators suggest that each setting
and ethnolinguistic group has its own pattern of psychological
influence that changes the manner in which attitudes and motivation
play their roles in second/foreign language learning.
Gardner and Lambert (1972) 211 conducted another study with high
school students from Manila in the Philippines. As noted by the
researchers, English in that country has a special status because of
the diversity of languages in the Philippines being also the
language of instruction and economic life. The researchers thought
that the Philippines was a good location to test the hypothesis that
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integrative orientation is more conducive to second/foreign language
learning than instrumental orientation.
The findings suggest that students with an instrumental
orientation towards English language study and who receive parental
encouragement reach a noticeably higher level of proficiency than
those with an integrative orientation.
Lukmani (1972) 212 conducted a study among 60 Marathi speaking
high school students in Bombay, India. The purpose of the study was
basically to see if the subjects were instrumentally or
integratively motivated and whether this motivation was related to
their proficiency in English. Instrumentation was based on Spolsky
(1969) 213 , and all measures except for the English tape-recorded
passages and the cloze test for assessing proficiency in English
were in the Marathi language. The results of the study showed that
the students were instrumentally motivated to learn English and that
the instrumental motivation scores correlated significantly with the
English proficiency scores. The Marathi students learned English
because of a strong motivation to improve their opportunities in
life and not because of any overriding affiliation with native
speakers of English. Contrary to the expectation of Lukmani and to
the findings of most of the previous studies, proficiency in English
was related significantly to instrumental motivation but not to
integrative motivation. The researcher felt that this might be due
to the widely different social conditions in which proficiency in
English and the nature of the students' motivation was studied. The
students regarded the two conmunities - Marathi-speakers and
- 150 -
English-speaking Indians - as their reference groups for different
areas of their life, and saw themselves as based in their own
community but reaching out to modern life-styles found among the
English-speaking Indians.
In a study of Protestant missionaries residing in Japan,
Jacobsen and Imhoof (1974) 214
 found that the best predictors of
dchievement in Japanese were a combination of opportunity and desire
to speak Japanese. They also found that significant proportions of
the achievement variance were accounted for by the individual's
attitude towards Japanese people and by language-learning aptitude.
In a study of attitudes towards English language and native
speakers of English among a group of eleventh and twelfth-grade
Israeli high school students in Jerusalem, Cooper and Fishman
(1977) 215 found significant correlations between instrumental
motivation and language proficiency. Their data represent strong
evidence to support the assertions that attitudes towards the native
speakers of the new language made little difference with respect to
English achievement or usage.	 "Students who viewed English as
facilitating their attainment of valued goals tended to be more
proficient in English and to use it more frequently than students
who viewed English as less useful in this regard" (p. 26). The
researchers concluded their study by stating
that favourable attitudes toward English and
toward native speakers of English are largely
irrelevant with respect to Israelis learning and
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using English.	 Among Israelis who have an
opportunity to learn English, those who see a
knowledge	 of	 English	 as	 contributing	 to
important personal goals are likely to learn it
best and to use it most (1977, p. 31).
Chihara and Oiler (1978) 216
 conducted a further study among 123
Japanese adults enrolled in basic, intermediate and advanced EFL
classes at the Osaka YMCA in Japan. The primary purpose of the
study was to determine whether any correlation existed between
attitudes towards self, other Japanese people, English speakers,
travel to an English speaking country and English study and
proficiency in EFL study.	 The researchers also wanted to
investigate whether these correlations were similar with regard to
EFL learners as opposed to ESL learners.
The results of the study demonstrated very weak correlations
between	 attitudes,	 motivation	 and	 EFL	 proficiency.	 The
relationships between attitudes and attained proficiency observed in
th's stuay were much weaker than those observed by Oiler, Hudson and
Liu (1977) 217 among Chinese subjects in the United States. Chihara
and Oiler attribute these differences to the differences in the
language learning context and comment
Perhaps the contrasts in patterns of
relationships for the Japanese subjects in this
study and the Chinese subjects in that one can
be explained by appeal to the differences
between a foreign language context of learning
and second language context (Chihara and 011er,
1978, p. 67).218
Karkia (1979)219 conducted a study among 314 Science and
Humanities students enrolled in Tehran University in the academic
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year 1978-79. The two major purposes of this study were (1) to
determine whether there was a significant difference in the
attitudes of selected Iranian College students towards the EFL
courses, and (2) to see if the students accepted the rationale for
EFL study stated by Iranian EFL educators.
The analysis of the data revealed some statistically
significant differences between the attitudes of science and
humanities students concerning their EFL study. Science students
supported more strongly the retention of the teaching of English in
the Iranian education system.	 Humanities respondents felt more
strongly that English should not be a requirement, but rather an
elective.	 The researcher suggested that the fact that science
students were able to use their knowledge of English more than
humanities students in meeting English speaking people and in
reading could have influenced their motivation. Another fact that
may have influenced the motivation of science students is that they
felt the necessity for acquiring a knowledge of English in order to
increase their understanding of scientific and technological
information. The results of the study also showed that students in
both science and humanities here instrumentally motivated towards
EFL study. They studied the language because they thought it would
help them in their future careers, and because it would be a useful
tool in acquiring further information in their study and research.
In order to analyze the relationship between achievement in EFL
on the one hand and aptitude, attitude, motivation, anxiety,
intolerance of ambiguity, and other selected biographical predictor
variables, Mulla (1979) 220 conducted a study among 81 male Arabic
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speaking twelfth grade science-major students of Makkah Secondary
School in Saudi Arabia. The aptitude measures were devised by the
researcher. Attitudes/Motivation measures were adapted from Gardner
and Lambert (1972) 221 , and Pimsleur (1966). 222	Proficiency in
English was measured by an achievement test consisting of dictation,
cloze, reading, structure and teacher awarded grades.
The results of the study showed that aptitude was related to
EFL achievement.	 Mulla found that instrumental motivation was
related to learning English as a foreign language among Saudi
Arabian high school	 students.
	
It was also observed that
integrative/instrumental differentiation did not hold in the context
of Saudi Arabia.
Pierson, Fu and Lee (1980) 223
 analyzed the relationship between
English language achievement and attitudes towards English among
Chinese-speaking secondary school students in Hong Kong.
	 The
subjects were 466 tenth grade secondary school students from 11
secondary schools in Hong Kong. The instrumentation for measuring
attitudes was based on Spolsky (1969).224
 English proficiency was
measured by a cloze test similar to the one used by Oiler, Hudson
and Liu (1977).225
Attitudes were correlated with language proficiency and the
instrumental motive was found to be a powerful predictor of
proficiency among these subjects.
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Jayatilaka (1982) 226 conducted a study among 132 second year
students from the University of Science in Penang, Malaysia. The
objectives of the study were to examine: (1) the relationship
between Malaysian University students' motivational orientation and
their proficiency in English as a second language, (2) students'
attitudes towards Malaysian and English-speaking people as affecting
their English proficiency, and (3) the relationship between the
amount of time spent by individual students on learning a second
language and their attained English proficiency. Measures developed
by Gardner and Lambert (1959 227 ; 1972228) were used to ascertain
students' motivational orientation. Semant i c differential scales
developed by Spolsky (1969) 229
 were used to measure student
attitudes and a motivational intensity scale measured the amount of
effort students expended in learning English. Students' proficiency
in English was assessed by the Comprehensive English Language Test
Battery developed by Harris and Palmer (1970).230
The results of the study indicated that the instrumentally
motivated students scored significantly higher in the English
proficiency tests than the integratively motivated group. Some
attributes assigned to Malaysians were significant predictors of
attained English proficiency.
In another investigation, Ismail (1984) 231 examined Kuwaiti
University students' motivation towards the study of English and the
degree of influence of a number of environmental and personal
factors.
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The results of the study revealed that the Kuwaiti university
students were largely instrumentally motivated in respect of
learning English as a foreign language and that this was not merely
for academic purposes but also to work efficiently in various
professions after graduating from the University. The results
further indicated that there was a significant interrelation between
students' motivation and their attitudes, as well as those of their
parents towards the target language, on the one hand, and the
existing relationship with their teachers of English, on the other.
This sub-section was intended as a review of the studies
c nducted in different parts of Asia. All the studies except one
have involved English. In none of the other studies is the target
language in its native environment, although in some countries (e.g.
India dnd the Philippines) English has a special status because of
the greater diversity of languages in those countries. In the
Philippines, English is not only one of the official languages, but
also the language of instruction and commerce and trade; in India
It is not only an associate official language, but it also serves as
the lingua franca between the different parts of the country. In
none of the other countries is it an official language, although in
all countries it is being taught as a compulsory course requirement
at different levels of education.
In this section we have reviewed two studies conducted in the
Philippines (Gardner and Santos, 1970 232 and Gardner and Lambert,
1972233 , the Philippines Study), one study in India (Lukmani,
1972)234, one stuay in Israel (Cooper and Fishman, 1977) 235 , a study
in Iran (Karkia, 1979) 236 , two studies in Japan (Jacobsen and
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;8 )97823Imhoof, 1974237 ; Chihara and Oiler, 1	 one study
 in Saudi
Arabia (Mulla, 1979)239, a study in Kuwait (Ismail, '984,240)	 and
another study in Hong Kong by Pierson, Fu and Lee (1980 ).241 Only
four studies were concerned with adult learners (Chihara and Oiler,
1978242; Ismail, 1984 243 ; Jacobsen and Imhoof, 1974
244
; Karkia,
1979245 ) while the rest were conducted among teenagers ( Gardner and
Santos, 1970
246
;	 Gardner and Lambert, 1972
247
, the Philippines
Study;	 Lukmani, 1972 248 ;	 Cooper and Fishman, 1977249 ;	 Mulla,
1979250;
reviewed here vary with respect to the nature and number of
variables they investigated. However, common to most of the studies
discussed in this section is the documented conclusion that a
relationship exists between attitudes, motivation and achievement in
the target language. In general the studies demonstrated that the
students were instrumentally motivated to learn the target language
and that the instrumental motivation scores correlated significantly
with proficiency in the target language (Gardner and Santos,
1970252;
Gardner and Lambert, 1972 253 ; Lukmani, 1972 254 ; Cooper
and Fishman, 1977 255 ;	 Karkia, 1979 256 ; Mulla, 1979 257 ; Pierson,
Fu and Lee, 1980 258 ; Ismail, 1984259 ). Some studies also showed
that those students who were instrumentally motivated, and who
received support from their parents for this motivation were more
successful in acquiring the target language than students who did
not evidence that supported type of orientation (Gardner and Santos,
1970
260
; Gardner and Lambert, 1972 261 ). The difference between the
results of the Canadian and the Asian Studies can perhaps be
explained by the differences in the language learning contexts. The
Canadian studies were conducted in bilingual and bicultural settings
where both the communities lived side by side where the need for
Pierson, Fu and Lee, 1980 251 ). Admittedly, the studies
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cooperation on a daily basis was manifest. Moreover the learners
had considerable exposure to the target language community and its
culture. It was quite natural for them to be integratively oriented
towards the target language and its culture. But in the case of the
Asian studies the students were learning the target language only as
a course requirement in their native land surrounded by their native
language community and its culture, with no exposure to the target
language community and its culture. Moreover, the status of the
target language in those communities should be taken into
consideration.	 English does not have the same status in these
countries as English or French has in Canada.
Since English and French are the two official
languages in Canada, the context is therefore
one in which students are learning the other
language of their country. Perhaps this
influences the degree of relationship between
affective variables and second language
achievement (Gardner, 1980, p. 265).262
In Canada English is a language of the speech community while in
Asia it is an international language. 	 But in the wider world
English at present is the only language which functions as the
lingua franca between different nations since it is the most widely
understood language in international forums. 	 Unlike any other
foreign language, it may not be learnt with a view to satisfying its
native speakers or identifying with them. Furthermore, because of
the position English has attained among the languages of the world,
it should, as far as possible, be considered a language which is
culturally neutral. It is perhaps natural for the Asian subjects to
be more instrumentally motivated since for them English is typically
either a course requirement or a means of career advancement.
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The Asian studies have made a substantial contribution to
broadening our understanding of the role of attitudes and motivation
in second/foreign language learning in developing countries.
However, none of the studies has considered the role of parents and
teachers in second/foreign language learning. No attention seems to
have been paid to determining the role of sex which has been
considered an important variable by some of the researchers in
developed countries (e.g. Jones, 1949263; 1950264; and Burstall,
1975265 in U.K., Smythe, Stennett and Feenstra, 1972 266 and Naiman,
Frolich, Stern and Todesco, 1978267 in Canada and Koosha, 1978 268 in
U.S.). Only one study (Karkia, 1979) 269 seems to have studied the
academic major as an important variable in second/foreign language
study.	 The researcher found that both science and humanities
students were instrumentally motivated towards EFL study. However,
science students were more in favour of the retention of the
teaching of English in the Iranian education system. 	 Further
research should clarify this finding.
3.5 Studies in Other Places 
As mentioned earlier, this sub-section reviews the studies
conducted in different parts of the world not included in the
previous sections. This includes one study among elementary and
junior high school students in Puerto Rico (Livoti, 1977) 270 , one
study among Puerto Rican University students (Trieste, 1985) 271 , one
study involving college students in Spain (Aguirre-Carrasco,
1973) 272 , a study of Belizean primary school students (Gordon,
1980) 273 and two studies with international students at the
University of Bergen, Norway (Svanes, 1987274 ; 1988275 ). All but
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two studies involved students learning English as a second/foreign
language, Svanes's (1987276 ; 1988277 ) studies being concerned with
students learning Norwegian as a second language.
Livoti (1977) 278 conducted a study among two hundred subjects
randomly selected from 5th and 8th grade students from two schools
in the municipality of Las Marias and two in the city of Ponce in
Puerto Rico. The primary concern of the study was to investigate
variables that might be associated with attitudes towards learning
English as a second language in Puerto Rico. An attitude inventory
developed by the investigator was used to measure the attituae of
the subjects towards learning English as a second language; 	 a
language questionnaire, also developed by the researcher, was used
to obtain data on variables that might have an effect on student
attit des towards learning English as a second language.
The results of the study revealed that the students were more
instrumentally motivated towards learning English. In general, the
students indicated that the learning of English in Puerto Rico was
important because it would help them in their future work and enable
them to secure better jobs. It would also help them in their school
work.	 There was a significant difference in attitude towards
ledrning English between fifth and eighth graders. 	 The eighth
graders tended to have a more positive attitude than the fifth
graders. The girls were found to have a more positive attitude
towards learning English than the boys.
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Trieste (1985) 279 conducted a study with a sample of 226
university freshmen ESL students from four different campuses
throughout Puerto Rico. The first phase of this study was concerned
with the assessment of the students' attitudes towards speakers of
American English and speakers of Spanish, particularly Puerto Rican
Spanish.	 The second phase of the study was concerned with
investigating the relationship of several variables, primarily
attitude towards speakers of American English and achievement in
English. Attitudes were assessed using the matched guise technique.
Achievement in ESL was measured by using the students' scores on the
English Achievement Test of the College Entrance Examination Board
test which all students are required to take prior to entering
universing in Puerto Rico.
The results of the study indicated that Puerto Rican university
ESL freshmen had more positive attitudes towards speakers of
American English than towards speakers of Spanish. The results also
revealed that attitudes towards speakers of American English was a
very poor predictor of ESL achievement. The results showed that
Spanish achievement, the number of years spent in the United States,
and the education of the head of the household were highly
significant predictors of ESL achievement.
In a study of primary school teachers and undergraduate
students attending a programme in teaching English at the Normal
School in Las Palmas de Gran Canaria, Spain, Aguirre-Carrasco
(1973)280 found that students scored high on both instrumental and
integrative motivation in relation to achievement. The researcher
concluded his study by stating that H it is not possible to prove
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that integrative orientation (motivation) led to higher achievement
than instrumental orientation, since most students (who) attained
high scores (did so) on both kinds of orientation" (p. 154). The
researcher attributed the differences between his results (the
relationship of both instrumental and integrative motivation to
achievement) and those of Gardner and Lambert's Canadian studies
(the relationship of only integrative motivation to achievement) to
the differences of the study setting and suggested that one cannot
make a determination about how attitudes, motivation and achievement
interact without regard to the social setting in which the language
is being taught.
Gordon (1980) 281 conducted a study to investigate whether
language learning aptitude and certain attitudinal and motivational
variables were related to measures of achievement in written
English. The subjects were 129 standard six boys and girls randomly
selected from 17 primary schools in Belize, Central America. The
students came from homes where two or three languages were spoken.
The major criterion variables in this study were ratings on a
letter, a composition and scores on a usage test. 	 The major
predictor variables were scores on the EMLAT, Modern Language
Aptitude Test (Elementary, Carroll and Sapon, 1967) 282 ,
 and measures
of	 attitudes	 and	 motivation.	 A modified
	
form
	 of	 the
Attitude/Motivation Test Battery developed by Gardner and Smythe
(1975a) 283 was used in this study.
The results of the study demonstrated that language aptitude
and motivation were distinct and independent factors related to
achievement in English. Furthermore language aptitude was a
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significantly better predictor of written English achievement than
attitudes and motivation were.	 Language aptitude, motivation,
integrativeness, attitudes towards the learning situation, attitudes
towards the act of writing, and the degree of instrumentality were
significantly correlated with achievement in written English. The
results also showed that an integrative orientation correlated
better with the students' scores on all three tests of written
English than an instrumental orientation did. The more positive a
student's attitude towards learning English, the greater the
integrative orientation of the student the higher the motivation to
learn English, and the more positive his/her attitudes towards
English-speaking people and foreign languages in general.
In a study among international students enrolled in classes of
'Norwegian for foreign students' at the University of Bergen,
284987)Norway, Svanes (1	 investigated the influence of motivation on
the learning of Norwegian as a second language. 	 The subjects'
notivation for studying Norwegian was assessed by a questionnaire
consisting of 20 statements that expressed different reasons for
learning Norwegian and for coming to Norway. Their proficiency was
determined by the grades of the Level 2 examination in Norwegian
which	 included
	 essay,	 reading	 comprehension,	 listening
comprehension, cloze test, and oral proficiency.
The results of the study failed to support Gardner and
Lambert's findings concerning the importance of the integrative
motivation.	 The results indicated a weak positive relationship
between grades and integrative motivation. 	 The researcher
attributed these differences to the differences in methods used to
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assess motivation and to the differences in the linguistic and
cultural backgrounds of the students.
In a further study among international students learning
Norwegian at the University of Bergen, Norway, Svanes (1988)285
investigated the relationship between attitudes, second language
proficiency, and 'cultural distance'. The subjects' attitudes were
assessed by three questionnaires, each consisting of the same 24
adjectives. They were asked to indicate on a five-point scale how
well each one of the adjectives described respectively Norwegians,
their fellow countrymen, and the ideal person. As a measure of the
students' proficiency in Norwegian, the grades of the Level 2
examination were used.
The results of the study showed a negative relationship between
attitude and language proficiency.	 The relationship was also
negative between grades and 'cultural distance'; the greater the
cultural distance, the poorer the grades. Although the results of
this study are contradictory to the results of some other
researchers (Gardner and Lambert, 1972 286 ; Gardner et al. 1985287 ;
Spolsky, 1969
288 ), they are in agreement with the findings of Oiler,
Baca and Vigil (1977) 289 and Oiler, Hudson and Liu (1977). 290
In this sub-section, we have reviewed two studies (Livoti,
1977291 and Trieste, 1985
292 ) conducted in Puerto Rico, one study
conducted in Spain (Aguirre-Carrasco, 1973 293 ), one study conducted
by Gordon (1980) 294 in Belize and two studies in Norway by Svanes
(1987295 ;	 1988296 ).	 One of the Puerto Rican studies (Livoti,
1977297 ) was conducted among teenagers learning English while the
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other (Trieste, 1985 298 ) was conducted among university students.
Although these studies differed with respect to the nature of the
subjects and the variables they studied, both the studies
demonstrated that the subjects in their studies were instrumentally
motivated towards learning English and that they showed a positive
attitude towards learning the language.	 In one study (Livoti,
1977 299 ) where sex differentiation was shown it was revealed that
the girls had a more positive attitude towards learning English than
boys.
In the Spanish study, Aguirre-Carrasco (1973) 300 found that
students scored high on both instrumental and integrative motivation
i relation to achievement in the target language. In the Belizean
study of primary school students, Gordon (1980) 301 found that those
students who had more positive attitudes towards learning English
and v.ho were more integratively motivated achieved more in the
English pr ficiercy tests. In one of the Norwegian studies (Svanes,
1987 302 ) suggested a weak positive relationship between proficiency
and integrative motivation, while the other (Svanes, 1988) 303
indicated a negative relationship between attitudes towards
Norwegian and proficiency in the target language, suggesting the
absence of integrative motivation among the subjects.
The differences in the results of the studies may be due to the
differences in the social setting under observation, which suggests
that one cannot have a clear understanding of how attitudes,
motivation and achievement interact without taking into account the
social setting in which the language is being learned Gardner
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mentions that the social and cultural contexts of the various
studies "would drastically influence the nature of the role played
by affective variables in second language acquisition" (Gardner,
1980, p. 265). 304 However, none of the studies reviewed in this
section has examined the effects of parental and teachers' attitudes
on students' attitudes and motivation in learning a second/foreign
language. Although one study (Livoti, 1977) 305 showed that girls
had a more favourable attitude towards learning English than boys,
it failed to show if this had any effect on their proficiency in the
target language. Furthermore, none of the studies has considered
the academic major as an important variable affecting students'
attitudes and motivation.
3.6 Summary of the Literature Review 
In this chapter, we have reviewed literature from different
parts of the world. The studies reviewed have shown the role which
aptitude, attitude, motivation, and a range of other variables play
in second/foreign language learning.	 Admittedly, the various
studies reviewed differed with respect to the nature and number of
variables they investigated.	 Even though the same researchers
worked on the United States and the Philippines studies (Gardner and
Lambert, 1972) 306 as part of a series of studies, and even though
they were published together, the instruments used in all four
studies were not the same. This points to a very real problem when
attempting to compare the results of various studies. Researchers
use a variety of instruments to measure attitudes, such as Likert
scales,	 semantic differential	 scales, and the matched-guise
technique. Sometimes researchers obtain two different results using
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two different techniques in the same study (e.g. Spolsky, 1969).307
Items used on various scales are often changed from one study to
another, and the kinds of attitudes investigated also vary.
Sometimes the same item is interpreted in different ways in
different studies.	 For example, in India Lukmani	 (1972) 308
considers the desire to use the target language in travel as a sign
of instrumental motivation to learn the language, whereas in Britain
Burstall (1975) 309 considers it as an indication of the integrative
motive. This makes it difficult and at times impossible to compare
the results of such studies. The problem is compounded by the fact
that second/foreign language achievement or proficiency is often
assessed in different ways, such as self-ratings, grades in L2
class, standardized tests, assessment of the target language skills
by judges, or various combinations of these.
However, common to most of the studies discussed in this
chapter is the documented conclusion that a relationship exists
between attitudes, motivation and achievement in the target
language. In general the studies demonstrate that while language
aptitude tends to be primarily related to second/foreign language
skills stressed in the classroom (i.e. vocabulary, grammar, etc.),
an attitudinal/motivational dimension is mostly associated with
communicating skills which could be strengthened outside the
classroom (i.e. oral-aural skills).	 Nevertheless, this review
points to two facts:	 (a)	 integrative motivation does not
characterize the orientation of learners of a new language in all
learning contexts, and (b) even when significant relationships have
been found between motivation and proficiency, the motivation may
not be directed towards integrating with native speakers of the
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target language, nor are those relationships always strongest among
those who are integratively rather than instrumentally oriented.
Motivation to use English may predict language attainment for
learners in a monolingual environment just as motivation to
integrate with native speakers of a new language predicts
proficiency in bilingual and bicultural environments.
What we have seen from this group of studies is that there is
some question as to whether or not the integrative motive, as
defined by Gardner and Lambert, can be expected to be predictive of
language proficiency in all settings, due to the fact that learners'
perceptions of what native speakers of the target language are like
m y be coloured by their relatively limited or non-existent contact
with them. This limited experience may or may not be a matter of
choice. In addition, the extent to which such contact is necessary
comes into question;	 little evidence is found for a unique
relationship between integrative motivation and successful language
learning : the subjects in some studies (e.g. Chihara and 011er,
1978310; Cooper and Fishman, 1977311; Lukmani, 1972312 ; Pierson,
Fu a d Lee, 1980313 ) have in general not identified with the native
spedkers of the target language.
In spite of the amount of research devoted to the social
psychological aspects of second/foreign language, there are many
questions still unanswered owing to the disparity in results from
study to study. These disparities seem to be influenced by the
myriad of differences (e.g. level of the students, cultural setting,
social setting, educational environment, the status of the native
language and the target language both locally and internationally)
that have been present in research of this type.
One of the most important differences which might influence the
overall results of the studies would seem to be the setting in which
the studies take place. For example, a study in a social setting
where the subjects are surrounded by the target language community
and the target language that they are ledrning may yield different
results from a study conducted in a setting where the subjects are
surrounded by their native language and its culture. Furthermore,
students in a university setting may be influenced in a different
way from students in a school setting. These different environments
in y not only affect the students' achievement in the target
language, but also his/her attitudes, motivation or both.
With the realization that these differences exist, the
subseq ent study was conceived, and a new monolingual social setting
in which to gather information selected. It is expected that the
findings of thi study may help to further the development of a
social-psychological theory of second/foreign language learning,
particularly with respect to how attitudes and motivation are
related to second/foreign language proficiency. Furthermore, none
of the previous studies has taken into consideration the attitudes
and motivation of the student, his/her parents, and his/her teachers
together, although a few studies stated that in order to have a
better understanding of the role of attitudes and motivation in
second/foreign language learning, the attitude structures of at
least three sets of individuals (student, parents, and teachers)
should be looked at (see for example, Feenstra, 1969). 314 In the
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present study, an attempt has, therefore, been made to examine the
interaction of the attitudes and motivation of the three sets of
individuals and their role in second/foreign language learning.
Though only a few studies (e.g. Colletta, 1982 315 ; Feenstra,
1967
316
 and Gardner, 1960317 ) have examined the influence of
parental attitudes on second language learning, the findings in this
respect seem to have been contradictory. While Feenstra, (1967)318
and Gardner (1960) 319
 observed a significant relationship between
parental attitudes and those of the students, Colletta (1982) 320 did
not find any relationship between parental and student attitudes.
The present study attempts to clarify their findings further.
Although information regarding the sex of the participant was
generally included in many of the earlier studies, it was included
as descriptive information of the sample rather than as a variable
which may be related to how attitudes and motivation interact.
Thus, only a few studies have considered sex as a variable affecting
attitudes and motivation (e.g. Jones, 1949 321 ; 1950322 ; Burstall,
1975323;	
Bartley, 1970324 ;	 Hansen, 1981 325 ;	 Koosha, 1978326;
Livoti, 1977 327 ;	 Naiman, Frolich, Stern and Todesco, 1978
328
;
Smythe, Stennett, and Feenstra, 1972
329 ). The findings in this
respect appear to have been inconclusive, fragmentary and often
contradictory.	 Jones (1949330 ;	 1950331 ), Bartley (1970) 332 and
Livoti (1977) 333 found that females had a more favourable attitude
towards learning the second/foreign language learning but failed to
show if this had any effect on their proficiency in the target
language. Burstall (1975) 334 , Koosha (1978) 335 and Smythe, Stennett
and Feenstra (1972) 336 observed that girls had more favourable
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attitudes towards learning the second/foreign language and scored
significantly higher than boys on all measures of proficiency in the
target language, while Hansen (1981) 337 and Naiman, Frolich, Stern
and Todesco (1978) 338 failed to find any association between sex,
attitudes, motivation and proficiency in the target language.
None of the previous studies dealing with students learning a
second/foreign language in a school have considered the academic
major as a variable affecting students' attitudes and motivation
towards learning a second/foreign language. 	 Only two studies
conducted among university students (Karkia, 1979 339 ;	 Hansen,
1981 340 ) have considered the academic major as a variable related to
how attitudes and motivation interact. Karkia (1979) 341 found that
science students were more in favour of the retention of English in
the Iranian education system, but failed to show if it had any
effect on their proficiency in the language. 	 Hansen (1981) 342
observed that science majors achieved more in English proficiency
tests, but failed to show if academic major (science/humanities) had
any effect on attitudes and motivation towards learning a
second/foreign language. The present study has included the academic
major as a variable to examine whether it has any effect on the
attitudes
	 and	 motivation	 of	 school	 students	 learning	 a
second/foreign language and to examine further the general
applicability of the earlier findings among university students by
Hansen (198l) 	 and Karkia (1979) 344 to the students learning the
same language in a school situation.
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It is with these problems that the present study is concerned.
The study has been conducted among 240 tenth grade students drawn
from eight high schools (4 high schools for boys and 4 high schools
for girls) of Dhaka City, Bangladesh. 	 The average age of the
students as of September 1987 was 15. All of them have been
studying English as a foreign language since they have been in the
third grade in primary schools.
In the light of the objectives mentioned here and the reasons
delineated in chapter one, the following hypotheses were formulated
to guide the present investigation:
Hypothesis la. The reasons for learning English as a foreign
language would be instrumental.
Hypothesis lb.	 The more instrumentally (as opposed to
'ntegratively) oriented a student is while studying English, the
greater his/her achievement in English.
Hypothesis 2. The association between different measures of
attitude and notivation and achievement would be significant and
positive.
Hypothesis 3. The more positive the attitudes of a student
towards the learning situation, the greater his/her achievement in
English.
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Hypothesis 4.	 There would be significant differences in
attitudes and motivation towards learning English and in achievement
in the subject between boys and girls.
Hypothesis 5. There would be significant differences in
attitudes and motivation concerning the learning of English between
students with different academic majors.
Hypothesis 6. There would be a significant and positive
relationship between the attitudes and motivation of the parents
towards the language and the attitudes and motivation of the
students towards learning the language.
Hypothesis 7.	 Since there is no exposure to the target
language outside the classroom, and since the teacher is the prime
user of the language, there would be a significant and positive
association between the attitudes of the teachers towards the
language and the students' attitudes and motivation towards learning
the language.
We now turn to a description of the methodology that has been
used to collect data for this investigation.
-173-
References 
1. Jordan, David (1941): "The Attitude of Central School Pupils
to Certain School Subjects, and the Correlation Between
Attitude and Attainment". British Journal of Educational
Psychology, Vol. 11, pp. 28-41.
2. Jones, W.R. (1949): "Attitude Towards Welsh as a Second
Language, A Preliminary Investigation". British Journal
of Educational Psychology, Vol. 19, pp. 44-52.
3. Jordan, David (1941): op.cit.
4. Jones, W.R. (1950): "Attitude Towards Welsh as a Second
Language, A Further Investigation". British Journal of
Educational Psychology, Vol. 20, pp. 117-132.
5. Burstall, Clare (1975): "French in the Primary School : The
British Experiment". 	 Canadian Modern Language Review,
Vol. 31, pp. 388-402.
6. Gardner, R.C. and Lambert, W.E. (1972): "Attitudes and
Motivation in Second Language Learning". Rowley, Mass.:
Newbury House.
7. Burstall, Clare (1975): op.cit.
8. Ibid. op.cit.
9. Hoadley-Maidment, Elizabeth (1977): "The Motivation of
Students Studying EFL in London".	 English Language
Teaching Journal, Vol. 31, No. 3, pp. 203-207.
10. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
11. Jones, J. Rhodri H. (1980): "Motivation and Proficiency in a
Second Language : A Study of Norwegian Students in
England". M. Litt. Thesis, University of Edinburgh.
12. Spolsky, Bernard (1969): "Attitudinal Aspects of Second
Language Learning". Language Learning, Vol. 19, Nos. 3
and 4, pp. 271-283.
- 174 -
13. Dickson, P., Boyce, C., Lee, B., Portal, M. and Smith M.
(1987):	 "Assessment of Performance Unit : Foreign
Language Performance in School : Report on 1985 Survey of
French". Her Majesty's Stationery Office.
14. Wright, Vicky (1989): "Do Individual Differences Matter?"
Paper presented at the ninth Biennial BALEAP Conference,
March, 1989.
15. Blue, George (1989): "Language Learning Within Academic
Constraints".	 Paper presented at the ninth Biennial
BALEAP Conference, March, 1989.
16. Burstall, Clare (1975): op.cit.
17. Jones, W.R. (1949): op.cit.
18. Jones, W.R. (1950): op.cit.
19. Jordan, David (1941): op.cit.
20. Dickson et al. (1987): op.cit.
21. Jordan, David (1941): op.cit.
22. Burstall, Clare (1975): op.cit.
23. Dickson et al. (1987): op.cit.
24. Jores, W.R. (1949): op.cit.
25. Jones, W.R. (1950): op.cit.
26. Hondley-Maidment, Elizabeth (1977): op.cit.
27. Jones, J. Rhodri H. (1980): op.cit.
28. Wright, Vicki (1989): op.cit.
29. Blue, George (1989): op.cit.
- 175 -
30. Burstall, Clare (1975): op.cit.
31. Jones, W.R. (1949): op.cit.
32. Jones, W.R. (1950): op.cit.
33. Burstall, Clare (1975): op.cit.
34. Lambert, Wallace E. (1963b): "Psychological Approaches to the
Study of Language (Part 2). On Second-Language Learning
and Bilingualism". Modern Language Journal, Vol. 14, pp.
114-121.
35. Feenstra, H.J. (1967): "Aptitude, Attitude and Motivation in
Second	 Language	 Acquisition".	 Ph.D.	 Dissertation,
University of Western Ontario, London, Canada.
36. Gardner, R.C. (1966): "Motivational Variables in Second
Language Learning".	 International Journal of American
Linguistics, Vol. 32, pp. 24-44.
37. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
38. Gardner, R.C., Smythe, P.C., Clement, R. and Gliksman, L.
(1976):	 "Second	 Language	 Learning	 :	 A	 Social
Psychological Perspective". 	 Canadian Modern Language
Review, Vol. 32, No. 3, pp. 198-213.
39. Smythe, P.C., Stennett, R.G. and Feenstra, H.J. (1972):
"Attitude, Aptitude and Type of Instructional Programme in
Second Language Acquisition".	 Canadian Journal	 of
Behavioural Science, Vol. 4, No. 4, pp. 307-321.
40. Gardner, R.C. (1979): "Social Psychological Aspects of Second
Language Acquisition".	 In Giles, H. and St. Claire, R.
(eds.), Language and Social Psychology.	 Oxford: Basil
Blackwell
41. Ibid. op.cit.
42. Gardner, R.C. (1977): "Social Factors in Second Language
Acquisition and Bilinguality". In Coons, W.H., Taylor,
D.M. and Tremblay, M.A. (eds.), The Individual, Language
and Society in Canada. Ottawa: The Canada Council.
43. Gardner, R.C., Smythe, P.C., Clement, R. and Gliksman, L.
(1976):
	 op.cit.
44. Gardner, R.C. and Lambert, W.E. (1959): "Motivational
Variables in Second Language Acquisition".	 Canadian
Journal of Psychology , Vol. 13, No. 4, pp. 266-272.
45. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
46. Gardner, R.C. and Smythe, P.C. (1975a): "Second Language
Acquisition : A Social Psychological Approach". Research
Bulletin No. 332, Department of Psychology, University of
Western Ontario, London, Canada.
47. Gardner, R.C. (1979): op.cit.
48. Ibid. op.cit.
49. Jordan, David (1941): op.cit.
50. Gardner, R.C. and Lambert, W.E. (1959): op.cit.
51. Carroll, J.B. (1956): "Summary of Validity Coefficients -
Foreign Language Aptitude Battery".	 Cambridge, Mass:
Harvard University.
52. Gardner, R.C. and Lambert, W.E. (1959): op.cit.
53. Sharp, D., Thomas, B., Price, E., Francis, G. and Davies, I.
(1973): "Attitudes to Welsh and English in the Schools of
Wales".	 Schools	 Council	 Publications.	 Macmillan,
University of Wales Press.
54. Gardner, R.C. and Lambert, W.E. (1959): op.cit.
55. Gardner, R.C. (1960): "Motivational Variables in Second
Language
	 Acquisition".	 Ph.D.	 Dissertation,	 McGill
University, Montreal, Canada.
56. Gardner, R.C. and Lambert, W.E. (1959): op.cit.
57. Ibid. op.cit.
58. Gardner, R.C. (1960): op.cit.
59. Gardner, R.C. and Lambert, W E. (1959): op.cit.
60. Ibid. op.cit.
61. Ibid.	 op.cit.
62. Ibid. op.cit.
63. Gardner, R.C. (1960): op.cit.
64. Feenstra, H.J. (1967): op.cit.
65. Gardner, R.C. (1960): op.cit.
66. Gardner, R.C. and Lambert, W.E. (1959): op.cit.
67. Lambert, W.E., Gardner, R.C., Bank, H.C. and Tunstall, K.
(1963): "Attitudinal and Cognitive Aspects of Intensive
Study of a Second Language". Journal of Abnormal and
Social Psychology, Vol. 66, No. 4, pp. 358-368.
6 . Feenstra, H.J. (1967): op.cit.
69. Gardner, R.C., Lalonde, R.N. and Moorcroft, R. (1985): The
Role of Attitudes and Motivation in Second Language
Learning : Correlational and Experimental Considerations".
Language Learning, Vol. 35, No. 2, pp. 207-227.
70. Carroll J.B. and Sapon, S.M. (1959): "Modern Language
Aptitude Test
	 (MLAT)".	 New York	 :	 Psychological
Corporation.
71. French Listening Comprehension Test (FCLT) (1955): Cooperative
Test and Services, Princeton, New Jersey: Educational
Testing Service.
72. Clark, J.L.D. (1981): "Language". In A Survey of Global
Understanding : Final Report, ed. T.S. Barrows. 	 New
Rochelle, New York : Change Magazine Press.
73. Clement, R., Major, L.J., Gardner, R.C. and Smythe, P.C.
(1977):	 "Attitudes and Motivation in Second Language
Acquisition : An Investigation of Ontario Francophones".
Working Papers on Bilingualism, Vol. 12, pp. 1-20.
74. Clement, R., Gardner, R.C. and Smythe, P.C. (1976):
"Motivational Variables in Second Acquisition : A Study of
Francophones Learning English". Research Bulletin No. 351,
Department of Psychology, University of Western Ontario.
75. Blue, George (1988): "Self-Assessment : The Limits of Learner
Independence".	 In Brookes, Arthur and Grundy, Peter
(eds.) Individualization and Autonomy in Language
Learning, ELT Documents:131. Hong Kong: Modern English
Publications and The British Council.
76. Clement, R., Major, L.J., Gardner, R.C. and Smythe, P.C.
(1977):	 op.cit.
77. Clement, R., Gardner, R.C. and Smythe, P.C. (1977a):
"Motivational Variables in Second Language Acquisition : A
Study of Francophones Lear ing English". Canadian Journal
of Behavioural Science, vol. 9, pp. 123-133.
78. Clement, R., Smythe, P.C. and Gardner, R.C. (1976): Echelles
d'attitudes et de motivation reliees a l'apprentissage de
l'anglais, langue seconde.	 Canadian Modern Language
Review, Vol. 33, pp. 5-26.
79. Clement, R., Gardner, R.C. and Smythe, P.C. (1980): "Social
nd Individual Factors in Second Language Acquisition".
Canadian Journal of Behavioural Science, Vol. 12, pp.
293-302.
8 . Clement, R., Smythe, P.C. and Gardner, R.C. (1976): op.cit.
81. Clement, R., Gardner, R.C. and Smythe, P.C. (1977b):
"Inter-ethnic	 Contact	 :	 Attitudinal	 Consequences".
Canadian Journal of Behavioural Science, Vol. 9, pp.
205-215.
82. Anisfield, M. and Lambert, W.E. (1961): "Social and
Psychological Variables in Learning Hebrew". Journal of
Abnornal and Social Psychology, Vol. 63, pp. 524-529.
83. Gardner, R.C. and Lambert, W.E. (1959): op.cit.
-179-
84. Gardner, R.C. (1960): op.cit.
85. Bennett, G.K., Seashore, H.G. and Wesmen, A.G. (1959): "Manual
for the Differential Aptitude Tests."
	 New York
Psychological Corporation.
86. Carroll, J.B. and Sapon, S.M. (1956): "Supplement I to
Examiner's Manual-Psi-Lambda". Foreign Language Battery.
Harvard University (Mimeo).
87. Adorno, T.W., Frenkel-Brunswik, E., Levinson, D.J. and Sanford,
R.N. (1950): "The Authoritarian Personality". New York
Harper and Row.
88. G rdner, R.C. and Lambert, W.E. (1959): op.cit.
89. Gliksman, L., Gardner, R.C. and Smythe, P.C. (1982): "The Role
of the Integrative Motive on Students' Participation in
the Classroom". Canadian Modern Language Review, Vol. 38,
pp. 625-647.
9 . Gardner, R.C. and Smythe, P.C. (1975a): op.cit.
91. Clement, R., Smythe, P.C. and Gardner, R.C. (1978):
"Persistence in Second-Language Study : Motivational
Considerations".	 Canadian Modern Language Review, Vol.
34, pp. 688-694.
92. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
93. Clement, R., Gardner, R.C. and Smythe, P.C. (1977a): op.cit.
94. Clement, R., Gardner, R.C. and Smythe, P.C. (1977b): op.cit.
95. Clement, R., Major, L.J., Gardner, R.C. and Smythe, P.C.
(1977):
	 op.cit.
96. Anisfield, M. and Lambert, W.E. (1961): op.cit.
97. Ibid. op.cit.
98. Feenstra, H.J. (1967): op.cit.
- 180 -
99. Gardner, R.C. (1960): op.cit.
100. Gliksman, L., Gardner, R.C. and Smythe, P.C. (1982): op.cit.
101. Clement, R., Smythe, P.C. and Gardner, R.C. (1978): op.cit.
102. Lambert, W.E. and Tucker, G.R. (1972): "Bilingual Education of
Children : the St. Lambert Experiment". Rowley, Mass:
Newbury House.
103. Lambert, W.E., Tucker, G.R. and D'Anglejan, A. (1973):
"Cognitive and Attitudinal Consequences of Bilingual
Schooling : The St. Lambert Project through Grade Five".
Journal of Educational Psychology, Vol. 65, pp. 141-159.
104. Genesee, F., Tucker, G.R. and Lambert, W.E. (1978): "The
Development of Ethnic Identity and Ethnic Role taking
skills in Children from different School Settings".
International Journal of Psychology, Vol. 13, pp. 39-57.
1 5. Lambert, W.E., Tucker, G.R. and D'Anglejan, A. (1973): op.cit.
106. Swain, M. and Lapkin, S. (1982): "Evaluating Bilingual
Education : A Canadian Case Study". Clevedon, Avon
Multilingual Matters.
107. Blake, L., Lambert, W.E., Sidoti, N. and Wolfe, D. (1981):
"Students' Views of Inter-group Tensions in Quebec : the
Effects of Language Immersion Experience".
	
Canadian
Journal of Behavioural Science, Vol. 13, pp. 144-160.
108. Cziko, G.A., Lambert, W.E. and Gutter, R. (1979): "French
Immersion Programs and Students' Social Attitudes: A
Multidimensional	 Investigation".	 Working	 Papers	 on
Bilingualism, Vol. 19, pp. 13-28.
109. Colletta, S.P. (1982): "Community and Parental Influence
Effects on Student Motivation and French Second Language
Proficiency". Ph.D. Dissertation, University of Ottawa,
Canada.
110. Feenstra, H.J. (1967): op.cit.
111. Gardner, R.C. (1960): op.cit.
112. Colletta, S.P. (1982): op.cit.
113. Lambert, W.E. and Tucker, G.R. (1972): op.cit.
114. Cziko, G.A., Lambert, W.E. and Gutter, R. (1979): op.cit.
115. Colletta, S.P. (1982): op.cit.
116. Feenstra, H.J. (1967): op.cit.
117. Gardner, R.C. (1960): op.cit.
118. Lambert, W.E., Gardner, R.C., Bank, H.C. and Tunstall, K.
(1963): op.cit.
119. Gardner, R.C., Smythe, P.C. and Brunet, G.R. (1977):
"Intensive Second Language Study : Effects on Attitudes,
Motivation and French Achievement". Language Learning,
Vol. 27, No. 2, pp. 243-261.
12 . Burstall, C., Jamieson, M., Cohen, S. and Hargreaves, M.
(1974):	 "Primary French in the Balance". 	 Slough:
National Foundation for Educational Research.
121. Lambert, W.E., Gardner, R.C., Bank, H.C. and Tunstall, K.
(1963): op.cit.
122. Gardner, R.C., Smythe, P.C. and Clement, R. (1979): "Intensive
Second Language Study in a Bicultural Milieu : An
Investigation of Attitudes, Motivation and Language
Proficiency". Language Learning, Vol. 29, No. 2, pp.
305-320.
123. Clement, R., Gardner, R.C. and Smythe, P.C. (1977b): op.cit.
124. Gardner, R.C. and Smythe, P.C. (1975a): op.cit.
125. Lambert, W.E., Gardner, R.C., Bank, H.C. and Tunstall, K.
(1963): op.cit.
126. Gardner, R.C., Smythe, P.C. and Clement, R. (1979): op.cit.
127. Gardner, R.C., Lalonde, R.N. and Moorcroft, R. (1985): op.cit.
128. Anisfield, M. and Lambert, W.E. (1961): op.cit.
129. Feenstra, H.J. (1967): op.cit.
130. Gardner, R.C. (1960): op.cit.
131. Feenstra, Henry John (1969): "Parent and Teacher Attitudes:
Their Role in Second Language Acquisition". Canadian
Modern Language Review, Vol. 26, pp. 5-13.
132. Colletta, S.P. (1982): op.cit.
133. Feenstra, H.J. (1967): op.cit.
134. Gardner, R.C. (1960): op.cit.
135. Feenstra, H.J. (1967): op.cit.
136. Gardner, R.C. (1960): op.cit.
137. Colletta, S.P. (1982): op.cit.
13 . S ythe, P.C., Stennett, R.G. dnd Feenstra, H.J. (1972): op.cit.
139. Naiman, N., Frohlich, M., Steri, H.H. and Todesco, A. (1978):
"The Good Language Learner". Research in Education Series
No. 7,	 nta lo Institute for Studies in Education,
Toronto, C nada.
14 . Gardner, R.C. and Lam ert, W.E. (1972): op.cit.
141. Teitelbaum, H., Edwards, A. and Hudson, A. (1975): "Ethnic
Atti udes and the Acquisition of Spanish as a Second
La guage".	 Language Learning, Vol. 25, No. 2, pp.
255-266.
142. Trylong, Vicki L. (19 7): "Aptitude, Attitudes, and Anxiety: A
Study of Their Relat'onships to Achieverent in the Foreicr
La guage cl ssro m". Ph.D. Dissertation, Purdue
University.
-183-
143. Bartley, Diana E. (1970): "The Importance of the Attitude
Factor in Language Drop-out: A Preliminary Investigation
of Group and Sex Differences". Foreign Language Annals,
Vol. 3, pp. 383-393.
144. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
145. Bartley, Diana E. (1970): op.cit.
146. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
147. Wong, Mary Jung (1982): "The Roles of Attitude and Motivation
in Second Language Acquisition Among Adolescent Native
Chinese Speakers in the United States". Ed. D.
Dissertation, University of San Francisco.
148. Spolsky, Bernard (1969): op.cit.
149. Spolsky, B., Sigurd, B., Sato, M., Walker, E. and Arterburn, C.
(1968):	 "Preliminary Studies in the Development of
Techniques for Testing Overall Second Language
Proficiency". In 'Problems in Foreign Language Testing',
ed. by John A. Upshur. Language Learning Special Issue
No. 3, pp. 79-101.
150. Spolsky, Bernard (1969): op.cit.
151. Bartley, Diana E. (1970): op.cit.
152. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
153. Teitelbaum, H., Edwards, A. and Hudson, A. (1975): op.cit.
154. Anisfield, M. and Lambert, W.E. (1961): op.cit.
155. 011er, J.W., Baca, L. and Vigil, F. (1977): "Attitudes and
Attained Proficiency in ESL : A Sociolinguistic Study of
Mexican Americans in the Southwest". TESOL Quarterly,
Vol. 11, No. 2, pp. 173-183.
156. Teitelbaum, H., Edwards, A. and Hudson, A. (1975): op.cit.
-184-
157. Abbashar, Abdel Wahab (1977): "Attitudinal and Aptitudinal
Factors and Their Relationship to Learning English as a
Foreign Language : A Study of Arab Students at Indiana
University". Ph.D. Thesis, Indiana University.
158. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
159. Oiler, J.W., Hudson, A.J. and Liu, P.F. (1977): "Attitudes and
Attained Proficiency in ESL : A Sociolingustic Study of
Native Speakers of Chinese in the United States".
Language Learning, Vol. 27, No. 1, pp. 1-27.
160. Spolsky, Bernard (1969): op.cit.
161. Oiler, J.W., Baca, L. and Vigil, F. (1977): op.cit.
162. Koosha, Mansur (1978): "An Investigation of Several Factors
Hypothesized to Affect the Achievement of Foreign College
Bound Students Learning English in the United States".
Ph.D. Dissertation, University of Colorado at Boulder.
163. Hansen, M.E. (1981): "Attitudes, Motivation and Achievement in
English as a Second Language : A Psycholinguistic Study".
Ed.D. Dissertation, Rutgers, The State University of New
Jersey.
164. Anisfield, M. and Lambert, W.E. (1961): op.cit.
165. Gardner, R.C. and Lambert, W.E. (1959): op.cit.
166. Gardner, R.C. and Santos, E.H. (1970): "Motivational Variables
in	 Second	 Language	 Acquisition	 :	 A	 Philippine
Investigation". Research Bulletin No. 149, Department of
Psychology, University of Western Ontario, London, Canada.
167. Lambert, W.E., Hodgson, R.C., Gardner, R.C. and Fillenbaum, S.
(1960):	 "Evaluational Reactions to Spoken Languages".
Journal of Abnormal and Social Psychology, Vol. 60, No. 1,
pp. 44-51.
168. Oiler, J.W., Baca, L. and Vigil, F. (1977): op.cit.
169. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
170. Ibid. op.cit.
- 185 -
171. Ibid. op.cit.
172. Abboushi, Leah Marie (1983): "Motivational and Attitudinal
Influences which contribute to Achievement in English
Language Study Among International Students".	 Ed. D.
Dissertation, University of Cincinnati.
173. England, Lizabeth lift (1984): "The Role of Motivation and
Language Use in Learning English as a Second Language in
Adult Learners".
	 Ph.D. Dissertation, University of
Illinois.
174. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
175. Shaw, Willard D. (1981): "Asian Student Attitudes towards
English".	 In "English for Cross-cultural Communication"
edited by Larry E. Smith. London: Macmillan.
176. Pierson, H.D., Fu, G.S. and Lee, Sik-Yum (1980): "An Analysis
of the Relationship Between Language Attitudes and English
Attainment of Secondary Students in Hong Kong". Language
Learning, Vol. 30, No. 2, pp. 289-316.
177. Savignon, Sandra (1972): "Communicative Competence : An
Experiment in Foreign Language Teaching".
	 Montreal
Marcel Didier.
178. Yamoor, Khalida Younis (1985): "A Study of Attitudes in Second
Language Learning". Ph.D. Dissertation, Ohio University.
179. Wong, Mary Jung (1982): op.cit.
180. Trylong, Vicki L. (1987): op.cit.
181. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
182. Trylong, Vicki L. (1987): op.cit.
183. Teitelbaum, H., Edwards, A. and Hudson, A. (1975): op.cit.
184. Bartley, Diana E. (1970): op.cit.
185. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
186. Wong, Mary Jung (1982): op.cit.
187. Bartley, Diana E. (1970): op.cit.
188. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
189. Wong, Mary Jung (1982): op.cit.
190. Abboushi, Leah Marie (1983): op.cit.
191. England, Lizabeth lift (1984): op.cit.
192. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
193. Koosha, Mansur (1978): op.cit.
194. Oiler, J.W., Baca, L. and Vigil, F. (1977): op.cit.
195. Wong, Mary Jung (1982): op.cit.
196. Spolsky, Bernard (1969): op.cit.
197. Abbashar, Abdel Wahab (1977): op.cit.
198. Hansen, M.E. (1981): op.cit.
199. Oiler, J.W., Hudson, A.J. and Liu, P.F. (1977): op.cit.
200. Spolsky, Bernard (1969): op.cit.
201. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
202. Bartley, Diana E. (1970): op.cit.
203. Koosha, Mansur (1978): op.cit.
204. Hansen, M.E. (1981): op.cit.
-187-
205. Bartley, Diana E. (1970): op.cit.
206. Koosha, Mdnsur (1978): op.cit.
207. Hansen, M.E. (1981): op.cit.
208. Ibid. op.cit.
209 Jacobsen, M. and Imhoof, M. (1974): "Predicting Success in
Learning a Second Language". Modern Language Journal,
Vol. 58, pp. 329-336.
210. Gardner, R.C. and Santos, E.H. (1970): op.cit.
211. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
212. Lukmani, Y.M. (1972): "Motivation to Learn and Language
Proficiency". Language Learning, Vol. 22, No. 2, pp.
261-273.
213. Spolsky, Bernard (1969): op.cit.
214. Jacobsen, M. and Imhoof, M. (1974): op.cit.
215. Cooper, R.L. and Fishman, J.A. (1977): "A Study of Language
Attitudes". Bilingual Review, Vol. 4, pp. 7-34.
216. Chihara, T. and Oiler, J.W. (1978): "Attitudes and Attained
Proficiency in EFL : A Sociolinguistic Study of Adult
Japanese Speakers".	 Language Learning, Vol. 28, No. 1,
pp. 55-68.
217. 011er, J.W., Hudson, A.J. and Liu, P.F. (1977): op.cit.
218. Chihara, T. and Oiler, J.W. (1978): op.cit.
219. Karkia, Parvaneh (1979): "A Survey of Attitudes of Selected
Iranian College Students Concerning English as a Foreign
Language (EFL)". Ph.D. Dissertation, University of
Illinois at Urbana Champaign.
- 188 -
220. Mulla, Mohammed Amin (1979): "Aptitude, Attitude, Motivation,
Anxiety, Intolerance of Ambiguity, and other Biographical
Variables as predictors of Achievement in EFL by High
School Science Major Seniors in Saudi Arabia". Ph.D.
Dissertation, The University of Michigan.
221. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
222. Pimsleur, Paul (1966): "Pimsleur Language Attitude Battery".
New York : Harcourt Brace Jovanovitch.
223. Pierson, H.D., Fu, G.S. and Lee, S.Y. (1980): op.cit.
224. Spolsky, Bernard (1969): op.cit.
225. Oiler, J.W., Hudson, A.J. and Liu, P.F. (1977): op.cit.
226. Jayatilaka, Terrence Devaslr, (1982): "Motivational and
Attitudinal Variables in the Learning of English as a
Second Language : A Study of Malaysian University
Students". Ph.D. Dissertation, Georgetown University.
227. Gardner, R.C. and Lambert, W.E. (1959): op.cit.
228. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
229. Spolsky, Bernard (1969): op.cit.
230. Harris, D.P. and Palmer, L.A. (1970): "CELT : A Comprehensive
English Language Test for Speakers of English as a Second
Language". New York : McGraw-Hill.
231. Ismail, S.E.S.M. (1984): "Motivation in Respect of English
Language Learning of Kuwait University Students". Ph.D.
Thesis, University of Wales.
232. Gardner, R.C. and Santos, E.H. (1970): op.cit.
233. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
234. Lukmani, Y.M. (1972): op.cit.
-189-
235. Cooper, R.L. and Fishman, J.A. (1977): op.cit.
236. Karkia, Parvaneh (1979): op.cit.
237. Jacobsen, M. and Imhoof, M. (1974): op.cit.
238. Chihara, T. and Oiler, J.W. (1978): op.cit.
239. Mulla, Mohammed Amin (1979): op.cit.
240. Ismail, S.E.S.M. (1984): op.cit.
241. Pierson, H.D., Fu, G.S. and Lee, S.Y. (1980): op.cit.
242. Chihara, T. and Oiler, J.W. (1978): op.cit.
243. Ismail, S.E.S.M. (1984): op.cit.
244. Jacobsen, M. and Imhoof, M. (1974): op.cit.
245. Karkia, Parvaneh (1979): op.cit.
246. Gardner, R.C. and Santos, E.H. (1970): op.cit.
247. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
248. Lukmani, Y.M. (1972): op.cit.
249. Cooper, R.L. and Fishman, J.A. (1977): op.cit.
250. Mulla, Mohammed Amin (1979): op.cit.
251. Pierson, H.D., Fu, G.S. and Lee, S.Y. (1980): op.cit.
252. Gardner, R.C. and Santos, E.H. (1970): op.cit.
253. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
254. Lukmani, Y.M. (1972): op.cit.
-190-
255. Cooper, R.L. and Fishman, J.A. (1977): op.cit.
256. Karkia, Parvaneh (1979): op.cit.
257. Mulla, Mohammed Amin (1979): op.cit.
258. Pierson, H.D., Fu, G.S. and Lee, S.Y. (1980): op.cit.
259. Ismail, S.E.S.M. (1984): op.cit.
260. Gardner, R.C. and Santos, E.H. (1970): op.cit.
261. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
262. Gardner, R.C. (1980): "On the Validity of Affective Variables
in Second Language Acquisition : Conceptual, Contextual
and Statistical Considerations". Language Learning, Vol.
30, No. 2, pp. 255-270.
263. Jones, W.R. (1949): op.cit.
264. Jones, W.R. (1950): op.cit.
265. Burstall, Clare (1975): op.cit.
266. Smythe, P.C., Stennett, R.G. and Feenstra (1972): op.cit.
267. Naiman, N., Frohlich, M., Stern, H.H. and Todesco, A. (1978):
op.cit.
268. Koosha, Mansur (1978): op.cit.
269. Karkia, Parvaneh (1979): op.cit.
270. Livoti, Balthasar Paul (1977): "Variables Associated with
Attitude Toward Learning English in Public Schools in
Puerto Rico". Ed.D. Dissertation, Lehigh University.
- 191 -
271. Trieste, Robert F. Van (1985): "The Correlation Between Puerto
Rican University Students' Attitudes Toward Speakers of
American English and the Students' Achievement in English
as a Second Language". Ph.D. Dissertation, New York
University.
272. Aguiree-Carrasco, O. (1973): "Linguistic, Motivational and
Orientational Factors Contributing to Overall Achievement
in the Acquisition of English as a Foreign Language".
Ph.D. Dissertation, Indiana University.
273. Gordon, M.E. (1980): "Attitudes and Motivation in Second
Language Achivement : A Study of Primary School Students
Learning English in Belize, Central America".
	 Ph.D.
Dissertation, University of Toronto, Canada.
274. Svanes, Bjorg (1987): "Motivation and Cultural Distance in
Second-Language Acquisition". Language Learning, Vol. 37,
No. 3, pp. 341-359.
275. Svanes, Bjorg (1988): "Attitudes and 'Cultural Distance' in
Second Language Acquisition". Applied Linguistics, Vol.
9, No. 4, pp. 357-371.
276. Svanes, Bjorg (1987): op.cit.
277. Svanes, Bjorg (1988): op.cit.
278. Livoti, Balthasar Paul (1977): op.cit.
279. Trieste, Robert F. Van (1985): op.cit.
280. Aguirre-Carrasco, O. (1973): op.cit.
281. Gordon, M.E. (1980): op.cit.
282. Carroll, J.B. and Sapon, S.M. (1967): 'Modern Language
Aptitude Test, Elementary Form". New York : Psychological
Corporation.
283. Gardner, R.C. and Smythe, P.C. (1975a): op.cit. op.cit.:
284. Svanes, Bjorg (1987): op.cit.
- 192 -
285. Svanes, Bjorg (1988): op.cit.
286. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
287. Gardner, R.C., Lalonde, R.N. and Moorcroft, R. (1985): op.cit.
288. Spolsky, Bernard (1969): op.cit.
289. Oiler, J.W., Baca, L. and Vigil, F. (1977): op.cit.
290. Oiler, J.W., Hudson, A.J. and Liu, P.F. (1977): op.cit.
291. Livoti, Balthasar Paul (1977): op.cit.
292. Trieste, Robert F. Van (1985): op.cit.
293. Aguirre-Carrasco, O. (1973): op.cit.
294. Gordon, M.E. (1980): op.cit.
295. Svanes, Bjorg (1987): op.cit.
296. Svanes, Bjorg (1988): op.cit.
297. Livoti, Balthasar Paul (1977): op.cit.
298. Trieste, Robert F. Van (1985): op.cit.
299. Livoti, Balthasar Paul (1977): op.cit.
300. Aguirre-Carrasco, O. (1973): op.cit.
301. Gordon, M.E. (1980): op.cit.
302. Svanes, Bjorg (1987): op.cit.
303. Svanes, Bjorg (1988): op.cit.
- 193 -
304. Gardner, R.C. (1980): op.cit.
305. Livoti, Balthasar Paul (1977): op.cit.
306. Gardner, R.C. and Lambert, W.E. (1972): op.cit.
307. Spolsky, Bernard (1969): op.cit.
308. Lukmani, Y.M. (1972): op.cit.
309. Burstall, Clare (1975): op.cit.
310. Chihara, T. and Oiler, J.W. (1978): op.cit.
311. Cooper, R.L. and Fishman, J.A. (1977): op.cit.
12. Lukmani, Y.M. (1972): op.cit.
313. Pierson, N.D., Fu, G.S. and Lee, S.Y. (1980): op.cit.
314. Feenstra, H.J. (1969): op.cit.
315. C lletta, S.P. (1982): op.cit.
316. Feenstra, H.J. (1967): op.cit.
317. Gardner, R.C. (1960): op.cit.
318. Feenstra, H.J. (1967): op.cit.
319. Gardner, R.C. (1960): op.cit.
320. Colletta, S.P. (1982): op.cit.
321. Jones, W.R. (1949): op.cit.
322. Jones, W.R. (1950): op.cit.
323. Burstall, Clare (1975): op.cit.
324. Bartley, Diana E. (1970): op.cit.
325. Hansen, M.E. (1981): op.cit.
326. Koosha, Mansur (1978): op.cit.
327. Livoti, Balthasar Paul (1977): op.cit.
328. Naiman, N., Frohlich, M., Stern, H.H. and Todesco, A. (1978):
op.cit.
329. Smythe, P.C., Stennett, R.G. and Feenstra, H.J. (1972):
op.cit.
330. Jones, W.R. (1949): op.cit.
331. Jones, W.R. (1950): op.cit.
332. Bartley, Diana E. (1970): op.cit.
333. Livoti, Balthasar Paul (1977): op.cit.
34. Burstall, Clare (1975): op.cit.
335. Koosha, Mansur (1978): op.cit.
336. Smythe, P.C., Stennett, R.G. and Feenstra, H.J. (1972): op.cit.
337. Hansen, M.E. (1981): op.cit.
338. Naiman, N., Frohlich, M., Stern, H.H. and Todesco, A. (1978):
op.cit.
339. Karkia, Parvaneh (1979): op.cit.
340. Hansen, M.E. (1981): op.cit.
- 195 -
341. Karkia, Parvaneh (1979): op.cit.
342. Hansen, M.E. (1981): op.cit.
343. Ibid. op.cit.
344. Karkia, Parvaneh (1979): op.cit.
- 196 -
Chapter Four
Methodology
This chapter describes the research methodology that has been
used to explore the effect of attitudes and motivation on
achievement in English as a foreign language in the present study.
It has been organized into the following sections : sample,
instrumentation, measures of attitude/motivation, measures of
achievement in English, reliability and validity of the Achievement
Test, data collection procedures, and data analysis.
4.1 Sample 
The data for the investigation were gathered from 240 tenth
grade students (equivalent to GCSE in the British education system)
randomly selected from eight high schools (four high schools for
boys and four high schools for girls) in Dhaka City, Bangladesh.
The average age of the students in September, 1987 was 15. In order
to ensure that the final sample consisted of 240 students, a large
number of samples was taken and only those students who appeared at
both the tests (the Attitude/Motivation Test and the Achievement
Test)	 and whose	 parents	 completed the Attitude/Motivation
Questionnaire were included in the final analysis. Thus, thirty
students were selected from each school, half of them representing
the students from the humanities group and half of them representing
the science group. The students were selected in such a way that
one-third of the group represented "superior" students in English,
one-third "average" and one-third "poor". This restriction was
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placed on the sampling distribution in order to ensure a wide
variance of English language skills. However, these criteria could
not be maintained in all cases, especially in the case of humanities
groups because of the comparatively low enrolments in those groups,
and in one school all the students of both groups had to be included
because of the small number of enrolments in that school. It may be
mentioned here that most of the parents in the urban areas insist
that their children offer academic majors other than humanities
because of the comparatively greater prospect of jobs in those
fields.	 So the enrolment in the humanities group is generally
relatively lower compared to that in the science group. Thus the
sample may be considered to have been randomized more than was
originally intended. This sample selection was done with the kind
assistance of the Principals/Headmasters/Headmistresses and English
Language Teachers of the respective schools.
Besides the data collected from the students, data were also
collected from their parents in order to show the attitudes of the
parents towards the language and their influence on the students'
attitudes and motivation. As the language learning takes place in a
solely formal context and there is no exposure to the target
language outside the classroom and since the teacher is the prime
user of the language, the present researcher believes that the
teachers' attitudes towards the language may have a direct influence
on students' attitudes, motivation and, ultimately their performance
in the target language. Thus an attempt was made to collect data
concerning the attitudes and motivation of the teachers from 32
English Language Teachers, four from each school. Unfortunately two
teachers did not return their questionnaires. Thus the final sample
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of informants participating in the present investigation consisted
of 240 students, 240 parents and 30 English Language Teachers.
4.2 Instrumentation 
Two major independent variables were defined for testing the
hypotheses : student motivational orientation and various student
attitude measures. The major criterion variables in this study were
the scores on a structure test, a vocabulary test, a reading
comprehension test and teacher-awarded marks.
The Instrumentation by which data were gathered for measuring
the independent variables planned for this study followed that
developed by Gardner, R.C. (1985b)1.
4.2.1	 Measures 
Measures of Attitude/Motivation : A modified form of the
Attitude/Motivation Test Battery developed by Gardner (1985b) 2
 was
used in this study.
It may be noted here that due to the nature of the student
sample in the present study and the relatively controlled language
learning context, the role of attitude towards native speakers of
English cannot be measured. It is worth noting here that there is
no exposure to the target language outside the classroom and
scarcely one in a million has the chance of seeing a native speaker
of English, let alone having day to day interaction with him/her.
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Although born, brought up and educated in the city of Dhaka, the
researcher in the present study did not have the opportunity of
speaking with a native speaker of English until he met the British
Education Officer in the British High Commission in Tripoli, Libya
in 1976 at the age of 27, six years after completion of his Master's
Degree from the University of Dhaka. Moreover, attitudes towards
the speakers of a language do not necessarily reveal what a person
feels about the language itself.	 It seems to be a fallacious
assumption that when students display certain attitudes towards the
language community or culture, they also display the same attitudes
towards the	 language itself.	 Previous	 research	 has	 also
demonstrated that students may have one set of attitudes towards the
native speakers of the target language and its culture, and a
diverse set of attitudes towards learning the language itself (Sharp
et.al., 1973).3
Moreover, the assumption of integration with the native
speakers of the target language is also confusing; if anyone learns
English as a second/foreign language, with which people and cultures
of the English speaking nations would he like to integrate himself?
Does he want to integrate himself with the British people and
culture or the American people and culture, or with Australians,
South Africans, or New Zealanders? All of these people speak
English as their native language. The number of peoples and nations
speaking English as natives and the growth of English as an
international language may confuse anyone who has the motive to
integrate with English speaking people because the speakers of
English as a second language are much more numerous than the native
speakers of English - and may even result in wishing to integrate
- 200 -
with other 'foreigners'. Moreover, in the words of Ingram (1975,
p. 280) 4 "People do not have to like language learning ... though
this helps ... and they do not have to like the nation whose
language they are learning, though this helps too; but as long as
economic or sound circumstances require successful 	 language
learning, determined people will learn."
Furthermore as the target language was English, minor
consequential adjustments had to be made in the Attitude/Motivation
scales, which were originally developed for French as the target
language. For example, the item "Learning French is really great"
was replaced by the item "Learning English is really great." Some
other changes in the instrument had to be made in view of the new
sociolinguistic context of the study. This included, besides other
changes, omission of some items from different scales. For example,
two items
(a. "Even though Canada is relatively far from
countries speaking other languages, it is
important for Canadians to learn foreign
languages", and b. "If I planned to stay in
another country, I would make a great effort to
learn the language even though I could get along
in English") from the scale, "Interest in
Foreign Languages" and two items (a. "My parents
feel that because we live in Canada, I should
learn French", and b. "My parents feel that I
should continue studying French all through
school") from the scale, "Perceived Parental
Encouragement" were omitted.
The items in each scale of the instrument were randomly distributed
throughout a questionnaire.
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The item formats included the Likert, Semantic differential,
and multiple-choice scales. The Likert Scale required students to
circle one of the seven alternative responses "Strongly Disagree",
"Moderately Disagree", "Slightly Disagree", "Neutral", "Slightly
Agree", "Moderately Agree" and "Strongly Agree" which followed each
of the statements.	 The Semantic differential scales required
students to identify their attitudes towards an object or concept by
selecting one point along a seven point scale defined by bipolar
adjectives at opposite extremes in a manner suggested by Osgood,
Suci and Tannenbaum (1957). 5
	The students responded to the
multiple-choice scales by circling the alternative they felt
described them best.
After developing the instrument, it was translated into
Bengali, the mother tongue of the students. The questionnaire was
translated by the present researcher and revised by Mr. Anwarul
Hague, B.A. (Hons.), M.A. (Dhaka), Associate Professor of English
and Member Directing Staff (Languages) of the National Institute of
Educational	 Administration,	 Extension	 and	 Research,	 Dhaka,
Bangladesh. The directions for answering the questionnaire were
simplified and each part of the questionnaire was preceded by clear
directions as to how to answer the items in that part. Moreover, an
oral explanation by the researcher was provided before the
students were asked to answer each part of the questionnaire. They
were urged to ask about any item that was not clear to them before
responding to it. The researcher was far from being suggestive of
any response. The students were also assured that their answers
would remain confidential and that nobody in the school would see or
evaluate them.
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4.2.1.1
	
The Attitude/Motivation Questionnaire (Students)
As mentioned previously, the students' Attitude/Motivation
Questionnaire consisted of Likert, Semantic differential, and
multiple-choice scales (see Appendix A).
a
The subscales usingALikert (1932) 6 seven alternative response
format dre as follows:
1. Attitudes towards Learning English. This scale consisted
of five positively worded items and five negatively worded items.
Students were asked to indicate, along a seven point scale, their
feelings about each. The scale ranged from "Strongly Disagree" to
"Strongly Agree". A high score (maximum = 70) indicates a positive
attitude towards learning English.
2. Interest in Foreign Languages. This measure consisted of
eight positively worded items designed to assess the students'
general interest in studying foreign languages. No specific
language was mentioned in the items. Students were asked to respond
to each on a seven point scale. Each student's score was the sum of
the number of points earned on each question ranging from 1 to 7,
with a high score (maximum = 56) indicating a high degree of
interest in learning foreign languages.
3. Integrative Orientation. This scale was composed of four
items, each emphasizing the importance of learning English as a
means of facilitating social interaction with people who speak
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English or languages other than the students' own. A high score on
this scale (maximum = 28) indicates that a student endorses
integrative reasons for studying English.
4. Instrumental Orientation. In this scale students were
presented with four items which stressed the pragmatic or
utilitarian value of learning English. A high score (maximum = 28)
indicated that a student endorsed instrumental reasons for learning
English.
5. English Class Anxiety. This scale consisted of five items
measuring the students' degree of discomfort while participating in
the English class. A high score (maximum = 35) indicates a high
degree of discomfort.
6. Perceived Parental Encouragement. These eight positively
w rded items assess the extent to which students feel their parents
support them in their study of English. A high score (maximum = 56)
indicates a high level of perceived parental encouragement.
The following three subtests were presented in the form of a
multiple choice test in which students would circle the alternative
they felt described them best. The items for the three subtests
were presented randomly on the students' questionnaire (see Appendix
A, Questionnaire Part II). The three subtests are:
7. Motivational Intensity. This measure consisted of ten
multiple choice items designed to measure the intensity of a
student's motivation to learn English in terms of work done for
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classroom assignments, future plans to make use of and study the
language, etc. A high score (maximum = 30) on this scale represents
a self report of a high degree of effort spent in learning the
language.
8. Desire to Learn English. Ten multiple choice items
evaluating the desirability of learning English made up this scale.
A high score (maximum = 30) is indicative of the students'
perception of the desirability of learning English. The scale
differs from the Motivational Intensity scale in that it attempts to
index, in a general sense, the degree to which a student reports
that he/she wants to learn English, whereas the former scale aims to
ascertain how much work a student actually performs in his/her
English language studies.
9. Orientation Index. This subtest consisted of one item.
Students were presented with four possible reasons for studying
English, two of which stressed its instrumental and two its
integrative value. This subtest has been scored dichotomously.
Students selecting either instrumental reason as their first choice
were scored 1; those selecting either integrative reason as their
first choice were scored 2.
Eight subtests were assessed by means of a Semantic
differential format (Osgood, Suci and Tannenbaum, 1957) 7 .	 The
concepts, My English Teacher and My English Course were each rated
on 25 Semantic differential scales (see Student Questionnaire Part
III in Appendix A), and for each concept four scores were derived.
These are:
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10. English Teacher-Evaluation. The ratings on 10 evaluative
scales were summed to reflect the students' general evaluative
reactions to their English teacher. The items were scored in the
direction indicated below such that a high score (maximum = 70)
indicated a positive evaluation. The evaluative scales were
friendly-unfriendly, reliable-unreliable, considerate-inconsiderate
good-bad, pleasant-unpleasant, efficient-inefficient, polite-
impolite, sincere-insincere, dependable-undependable, and cheerful-
cheerless.
11. English Teacher - Rapport. Teacher-pupil rapport was
measured by five scales. The higher the score (maximum = 35) on
this subtest, the greater the perceived rapport and warmth of the
teacher.	 The scales, keyed in the "rapport" direction are
trusting-suspicious,	 sensitive-insensitive, 	 approachable-
unapproachable, patient-impatient, and interested-disinterested.
12. English Teacher - Competence. Students perception of
their teachers' competence was captured on five scales. A high score
(maximum = 35) reflects a high degree of perceived competence. The
scales are : organized-disorganized, industrious-unindustrious,
intelligent-unintelligent, capable-incapable, and competent-
incompetent.
13. English Teacher - Inspiration. Students rated the extent
to which they felt that their teachers inspired them to learn
English. Five scales comprised this measure. High scores (maximum
= 35) are indicative of high levels of inspiration and interest.
The scales were colourful-colourless, imaginative-unimaginative,
exciting-dull, fascinating-tedious, and interesting-boring.
- 206 -
14. English Course-Evaluation. The students' general
evaluative reactions to their English courses were assessed with 10
scales scored in such a way that the higher the score (maximum = 70)
the more positive a student's evaluation of the course is seen to
be. The scales are : good-bad, agreeable-disagreeable, pleasurable-
painful, satisfying-unsatisfying, nice-awful, pleasant-unpleasant,
enjoyable-unenjoyable, rewarding-unrewarding, valuable-worthless,
and appealing-unappealing.
15. English Course - Difficulty. Ratings on five scales were
summed t provide an estimate (maximum = 35) of the perceived
difficulty of the course. A high score indicates that the students
consider the course to be easy and a low score indicates that the
students consider the course to be difficult. The scales are
simple-complicated,
	 elementary-complex, effortless-hard,	 clear-
confusing, and easy-difficult.
16. English Course - Utility. Five scales comprised this
subtest. A high score (maximum = 35) is associated with a high
level	 of perceived utility.	 The scales are:
	 educational-
non-educational,	 meaningful-meaningless,
	 necessary-unnecessary,
useful-useless, and important-unimportant.
17. English Course - Interest. Five scales were summed to
show that the higher the score (maximum = 35) the more interest
students had in the course. The scales are: fascinating-tedious,
absorbing-monotonous, exciting-dull, interesting-boring and
colourful-colourless.
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18. Reactions to Learning English. In order to ascertain
whether the students considered learning English important and why,
they were asked to respond to an open question, which appears in
Student Questionnaire Part IV in Appendix A.
19. Sex. This variable has been included in the present study
to determine any influence that a student's sex would have on
his/her attitudes, motivation and proficiency, and to see if a
differentiation exists between the sexes. Boys were coded as 1,
girls as 2.
20. Academic Major. This variable has been included to see if
the academic major of the students will affect their motivation to
learn English. It should be mentioned here that students choose
their academic majors, e.g. Science, Humanities, Home Economics,
Commerce, etc. while at the ninth grade in high School. The present
study investigates the students from the science and humanities
groups only because these are the two principal academic majors
which both boys and girls usually offer.
4.2.1.2	 The Attitude/Motivation Questionnaire (Parents) 
Within the immediate social milieu of the student there is one
common variable which may influence second/foreign language
learning: parental attitude towards the foreign language and the
group that uses it. Several studies (e.g. Feenstra, 1967 8 ; Gardner,
19609 ; 1968a 10 ) indicate that parental attitude is reflected in the
students' attitudes. If parents' attitudes towards foreign people
are positive, the student will adopt those attitudes and therefore
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achieve more in his/her second/foreign language courses than the
student whose parents foster negative attitudes. Feenstrd (1969, p.
5) 11 points out that "in the area of motivation, one of the more
potent variables appears to be the attitude structures of at least
three sets of individuals : the student, his parents, and his
teachers." Carroll (1967) 12 also has suggested the importance of
the attitude of parents. In his study of foreign language majors,
he found that:
	 the greater the parents' use of the foreign
language in the home, the higher were the mean
scores of the students. Thus, one reason why
some students reach high levels of attainment in
a foreign language is that they have home
environments thdt are favourable to this, either
because the students are better motivated to
learn or because they have better opportunities
to learn (p. 138).
This finding supports Gardner (1960) 13 who showed that Montreal
o
Anglp ne students were apparently reflecting their parents'
attitudes to Francophones; in a later study, Feenstra (1967) 14 shows
a clear relationship between Montreal English-speakers' attitudes to
the French Canadian community and their children's achievement in
learning French.
Many researchers, including Gardner (1968 15 ; 1977 16 ; 197917),
Gardner and Lambert (1972) 18 , Gardner and Smythe (1975b) 19 and
Livoti (1977) 20 all note the influence of parental encouragement in
language learning.
In order to show the attitudes of the parents towards the
target language and their influence on students' attitudes, a parent
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questionnaire was devised by the present researcher.
	
The
questionnaire was modelled after Colletta (1982) 21 .	 Since the
target language in the present study is English, minor consequential
adjustments had to be made in the questionnaire, which was
originally developed for French as the target language.
For example, the item "Studying French can be
important because it would allow my child to
meet and converse with more and varied people"
(an item in the Integrative Orientation Scale)
was replaced by "Studying English is important
because it will allow my child to meet and
converse with more people and with more varied
people."
Some other adaptations and modifications had to be made in
view of the new social setting being studied.	 These included
omission of some scales from the original Attitude/Motivation
Battery of Colletta (1982) 22 and the introduction of some new scales
in the present study. The scales, such as ethnocentrism, future
orientation and attitudes towards the native speakers of the target
language (Attitudes towards French Canadians) were excluded and some
new scales such as attitudes towards learning English and an
orientation index were introduced. 	 Included with the parent
questionnaire was a general information sheet which requested the
following information : age, mother tongue, level of education
completed and occupation. 	 Like the Student-Questionnaire, the
Parent-Questionnaire was also translated into Bengali by the present
researcher and revised by the expert mentioned in Section 4.2.1.
The Parent Questionnaire included the following scales.
(Details of the items in the different scales are given in the
Parent Questionnaire in Appendix B).
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Parent-Questionnaire Part I (see Appendix B) presents the items
for five subtests using a Likert (1932) 23 seven alternative response
format.	 In each case, individuals were presented with the item
followed by the seven alternatives. 	 Individuals circled the
alternative which best indicated their personal feelings. 	 The
subscales using this format are as follows:
1. Parental Attitudes towards Learning English. This is a
six item scale. Three of the items were positively worded, while
three expressed negative sentiments. A high score (maximum 42)
ndicated a positive attitude towards learning English.
2. Parental Interest in Foreign La guages. This measure
consisted o five positively worded items (maximum - 35) designed to
asses the parents' general interest in studying foregn languages.
ho specific lang ge was menti ned in the items. A high score
indicated a high degree of i terest in fore'gn languages.
3. Parental Integrative One tation. This was a four tern
sca e maximum = 28) designed to assess the de, ee to whict the
pa en thinks that learnirg English will enab e his c d to
communicate bett r with and become kn ledgeable abo t the peep e
wh spea English. A high score indicated that the parent erdorsed
integrative reasons fo learr ng Erglish.
4. Pare tal In tr rental Or e t t 4
 on. Parents were preserted
ith f r items which st essed the pr s Aid or utilitarian value of
learn n English. A fig	 core (fraxirum = 2) rdicated that the
pare t endorsed in t re tal reasons for learr ng English.
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5. Parental Encouragement. This was a five item scale
designed to assess the degree to which the parent thought he
encouraged his child in general ways to study English. A high score
(maximum = 35) indicated a high level of parental encouragement.
Three subtests were presented in the form of a multiple choice
test in which parents circled the alternative they felt described
them best. The items for the three subtests are presented in Parent
Questionnaire Part II-A and B (see Appendix B). The three subtests
are:
6. Parental Motivational Intensity. This measure consisted
of five multiple choice items designed to measure the amount of
effort the parent expended in helping his child to study English. A
high score (maximum = 15) represented a parent's self report of a
high degree of effort expended in helping the child to study
English.
7. Parental Desire to Learn English. This is a five item
scale designed to assess the degree to which the parent would like
to be able to learn English. A high score (maximum = 15) expressed
a strong desire to learn English.
8. Parental Orientation Index. This subtest consisted of one
item. Parents were presented with four possible reasons for their
child learning English. Parents were asked to rate the four
alternatives on the basis of the reasons for having their child
study English. Each parent would then be classified as being either
"instrumentally" or "integratively" oriented depending upon the
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alternative listed as the first choice. For the purpose of this
study an instrumental orientation was listed as "1" and an
integrative orientation as "2". This scale has been adapted from
Feenstra (1967)24
4.2.1.3	 The Attitude/Motivation Questionnaire (Teachers) 
Since the language learning takes place in a totally formal
context with no exposure to the target language outside the
classroom and the teacher being the prime user of the language, the
present researcher believes that there would be a significant and
positive association between teachers' attitudes towards the English
language and students' attitudes and motivation to learn the
language.
After reviewing the work of Gardner (1968b) 25 a questionnaire
was developed by the present researcher to assess teacher attitudes.
The Teacher Questionnaire included the following scales.
(Details of the items in different scales are given in the Teacher
Questionnaire in Appendix C).
Teacher Questionnaire Part-I (see Appendix C) presents the
items for five subtests using a Likert (1932) 26 seven alternative
response format. In each case individuals were presented with the
item followed by the seven alternatives. Individuals circled the
alternative which best indicated their personal feeling. 	 The
subscales using this format are as follows:
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1. Teachers' Attitudes towards Learning English. This is a
six item scale. Three of the items were positively worded, while
three expressed negative sentiments. A high score (maximum = 42)
indicated a positive attitude towards learning English.
2. Teachers' Attitudes towards English as a subject in the
school curriculum.	 Teachers' general evaluative reactions to
English as a subject in the school curriculum were assessed with six
scales scored such that the higher the score (maximum = 42), the
more positive a subject's evaluation of the course.
3. Teachers' Interest in Foreign Languages. This measure
consisted of six positively worded items (maximum = 42) designed to
assess the teachers' general interest in studying foreign languages.
No specific language was mentioned in the items. A high score
indicated a greater interest in foreign languages.
4. Teachers' Integrative Orientation. This was a four item
scale (maximum = 28) designed to assess the degree to which the
teacher thinks that learning English will enable his/her students to
communicate better with and become knowledgeable about the people
who speak English. A high score indicated that the teacher endorsed
integrative reasons for their students' learning English.
5. Teachers' Instrumental Orientation. Teachers were
presented with four items which stressed the pragmatic or
utilitarian value of learning English. A high score (maximum = 28)
indicated that the teacher endorsed instrumental reasons for their
students' learning English.
- 214 -
The following subtest was presented in the form of a multiple
choice test in which teachers were requested to rank the
alternatives from '1' to '4' as they applied to them.
6.	 Teachers' Orientation Index. This subtest consisted of
one item. Teachers were presented with four possible reasons for
their students learning English. Teachers were asked to rate the
four alternatives on the basis of the reasons for having their
students study English. Each teacher would then be classified as
being either "instrumentally" or "integratively" oriented depending
upon the alternative which would be listed as the first choice. For
the purpose of this study an instrumental orientation was listed as
"1" and an integrative orientation as "2".
After developing the Attitude/Motivation Questionnaire for the
students, the parents and the teachers, these were given to nine
judges, including the supervisor of the present study, to judge each
item's relevance to the construct of attitudes and motivation to
learn English. The names of the judges are given in Appendix D.
4.2.2	 Measures of Achievement in English 
The present study also required an assessment of the
achievement of each student. This was accomplished by a three-part
test reflecting the objectives of the curriculum of the Bangladeshi
high schools. The test used in the present study was prepared by
the members of the English Language Teaching Task Force set up by
the Ministry of Education, Government of the People's Republic of
Bangladesh by an order No. 5/7AS-38/7 dated 27.10.75 in order to
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seek information about English language teaching at secondary,
higher secondary and teacher training levels. This test was used by
the present researcher for several reasons. Firstly, the test was
designed by English language teaching specialists (their names
appear in Appendix E) in Bangladesh, keeping in view the objectives
of the curriculum of the high schools of the country. Secondly, the
test purports to determine the students' skills in three principal
aspects:
a. knowledge of the structure and grammar of the English language;
b. the range of vocabulary known to the students;
c. the students' capability to understand what they read in the
language, i.e. reading comprehension. Thirdly, this test was
valiciated and standardized on samples of high school students from
different schools of Dhaka city in Bangladesh. And finally, the
tests were as objective as possible and allowed for easy and
accurate marking which produced results amenable to clear
interpretation.
The three parts of the test are as follows:
a.	 Structure Test. This test consisted of 32 multiple choice
items cove ing structures which students at this stage are assumed
to have mastered. The 'objective test' format was used and an
effort was made to put the test items in the context of a brief
narrative-cum-conversation, so that, as far as possible, 'language
in use' would be tested rather than unrelated items of structure. A
time limit of 35 minutes was set for the test. For details of the
items in the Structure Test see Appendix F.
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b. Vocabulary Test. This was a test consisting of 20 nultiple
choice items. This test would show the range of vocabulary the
students had mastered at this stage. The words In this test were
chosen mostly from books taught at earlier stages. A limit of 25
minutes was set for this test. Details of the vocabulary test items
can be found in Appendix F.
c. Reading Comprehension Test. A special passage written using
sentence structures and words found in their books was used to test
the reading comprehension ability of the students. This passage
dealt with an adventure in the life of a young boy, All Ahmed. This
as also set in the multiple choice item format with a time limit of
30 minutes. For details of the Reading Comprehension Test see
Appendix F.
All of these tests were administered in one session.
	
In
addition to the scores on the above three tests, Teacher-awarded
narks for each student in the Half-yearly Examination in 1987 were
obtained by the researcher from the English language teachers of the
respective schools. The purpose of this exercise was to test the
validity of the achievement test used in the current study.
4.2.2.1	 Validity of the Achievement Test
One of the most important notions in any test evaluation is the
validity of the test scores. The validity of any test is the extent
to which it actually measures what it is designed to measure, as
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well as how effectively it does so. Lorge and Thorndike (1959, p.
18) 27
 cited in Gordon (1980, p. 67) 28
 suggest that "the validity of
a test may be considered under two main headings : rational and
statistical."
Rational validity
This refers to the degree to which a test seems to be doing the
job for which it is designed. Rational validity is the same as
content validity. In this case, content validity is the extent to
which the content of the test constitutes a representative sample of
items designated as among the goals of instruction in English in the
high schools in Bangladesh. Freeman (1962) 29 states that content
validity is a matter of expert judgement. That is, the evaluation
of the merit of a test rests ultimately upon the judgement of
specialist teachers in the subject and specialists in test
construction. As mentioned before in Section 4.2.2, the test used
in the present study was prepared by the members of the English
Language Teaching Task Force set up by the Ministry of Education,
Government of the People's Republic of Bangladesh. All the members
of the Task Force were actively employed in English language
teaching and the test was constructed in the light of the objectives
of the curriculum and the system of examination prevalent in the
country. The judgement of the experts, therefore, constitutes the
basis for the content validity of the test.
Statistical Validity
According to Large and Thorndike (1959) 30 , this refers to the
statistical relationships of a test with some other measures such as
another test, school grades or teachers' ratings. 	 Pearson's
Product-moment correlation coefficients among the different parts of
the Achievement Test and teacher awarded marks were obtained in
order to show the statistical validity of the Achievement Test used
in the present study. Product-moment correlation coefficients among
the Achievement Test Scores and Teacher awarded marks are shown in
Table 4.1.
Table 4.1 : Pearson's Product-Moment Correlation Coefficients 
computed among the different measures of Achievement
Test and Teacher awarded marks 
Structure
Test
Vocabulary
Test
Reading
Compre-
hension
Teacher Awarded
Marks
Structure Test
V cabulary Test
Re ding
Comprehension
Teacher awarded
warks
1.0000 .69**
1.0000
.52**
•54**
1.0000
.71**
.69**
.60**
1.0000
N = 240 Level of Significance *	 p<.01
** p<.001
The correlations between the different measures of the
Achievement Test and the Teacher awarded marks were .71, .69 and .60
respectively (significant at p<.001). Scores on the Structure Test
correlated .69 with the Vocabulary Test and correlated .52 with the
Reading Comprehension Test. The correlations between the Vocabulary
- 219 -
Test and the Reading Comprehension Test were .54. Again, all these
correlations were significant at p<.001. The findings indicate that
the Achievement Test used in the present study may be regarded as
having sufficient statistical validity.
4.2.2.2	 Reliability of the Achievement Test
The relidbility of any achievement test lies in its ability to
measure attainment accurately and consistently.
	
In a sense,
reliability is a part of validity, for as Green (1963) 31 suggests, a
test with a high validity (i.e. a test which measures what it was
designed to measure) should measure that quality consistently and
accurately. In fact, reliability can be defined as "the extent to
which a test produces consistent results when administered under
similar	 conditions"
	 (Hatch	 and	 Farhady,
	 1982,	 p.	 244).32
Consistency of results is the basic concept of reliability of a
test.
The reliability of the Achievement Test used in the present
investigation was determined by calculating the internal consistency
by using the KR-20 formula as mentioned in Baker (1989, p. 61).33
Internal consistency methods were used to assess reliability because
they required that the tests be administered only once.	 The
reliability coefficient for the different measures of Achievement
(a. Structure Test, b. Vocabulary Test and c. Reading Comprehension
Test) were .84, .94 and .90 respectively (see Table 4.2). According
to Nelson (1970, p. 45) 34
 "the higher the index of reliability, the
more nearly the scores obtained approximate true scores... The lower
the index of reliability the less confidence can be placed in the
scores as true measures of what the test is attempting to measure."
Reliability data is presented in Table 4.2.
Table 4.2 : Reliability Coefficient for the Achievement Test
used in this study
Internal
consistency
reliability
Structure Test	 .84
Vocabulary Test	 .94
Reading
Comprehension	 .90
Test
As all of the measures of the Achievement had relatively high
reli bility coefficients, the Achievement Test used in the study may
be c n idered to have acceptable internal consistency reliability.
Table 4.3 presents coefficients of inter correlations computed
ong the three parts of the Achievement Test.
T ble 4.3 :	 Coefficients of Intercorrelations among the different
parts of the Achievement Test 
Structure	 Vocabulary	 Reading
Test	 Test	 Comprehension
Test
Structure Test
Vocabulary Test
Reading Comprehension
Test
1.0000 .69**
1.0000
.52**
.54**
1.0000
N = 240	 Level of Significance * p<.01
** p<.001
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An examination of Table 4.3 shows that the inter correlations
are relatively high (ranging from r = .52 to r = .69), particularly
between Structure Test and Vocabulary Test (r = .69), between the
Structure Test and the Reading Comprehension Test (r = .52), and
between the Vocabulary Test and the Reading Comprehension Test (r =
.54). The results indicate that all subtests contribute to the
overall measurement of achievement in English on this test.
Briefly, the Achievement Test used in this study was
statistically reliable.
4.3 D ta Collection Procedures 
Data for this study were collected during September - October,
1987. The researcher made contact with the Principals/Headmasters/
Hea mistresse of the schools participating in this study. The
objectives and methods of the study, including the questionnaire,
were explained thoroughly to the school authorities and the dates
for the administration of the Attitude/Motivation Questionnaire and
the Achievement Tests were set according to the convenience of both
the school authorities and the researcher. However, all the school
authorities required the tests to be administered on two successive
days.	 On the first day in each school the Attitude/Motivation
Questionnaire was administered; on the second day, the Achievement
Test was administered. For the schedule of the administration of
the Attitude/Motivation Questionnaire and the Achievement Tests see
Appendix G.
Tests and questionnaires were administered in the regular
classrooms during the normal	 class time.	 All	 tests were
administered by the researcher, assisted by an assistant who had
been trained by the researcher. The researcher read the general
instructions for the Attitude/Motivation Questionnaire and the
Achievement Tests to the students before they were asked to answer
them. All materials except the Achievement Tests were printed in
Bengali, the mother tongue of the students. No time limit for the
completion of the Attitude/Motivation Questionnaire was set, but
most students responded in 50 to 60 minutes time. A time limit of
one hour and a half was set for the Achievement Test.
Parent questionnaires were sent home with the students. The
parent questionnaire package included one questionnaire and a letter
outlining the general purpose of this study, assurances of
confi entiality and a request for participation (see Appendix B).
The parents were also requested to complete their questionnaire and
return the sealed questionnaire, via their children to the head of
their child's scho 1, from where they were collected by the
researcher. Like the students' questionnaire this questionnaire was
also translated into Bengali.
Teacher questionnaires were given to the heads of the schools
studied for distribution among the English language teachers and the
researcher subsequently collected the completed questionnaires from
the school authorities. Like the parent questionnaire package, the
teacher questionnaire package also included one questionnaire and a
letter outlining the general purpose of the study, assurances of
confidentiality and a request for participation (see Appendix C).
The Questionnaires and the Achievement Test used in this study
were scored by hand, and the raw data were entered on computer
cards. Total scores were computed on each of the subtests for each
individual sample.
4.4 Data Analysis 
The major statistical analyses were computed using a system of
programmes known as Statistical Packages for the Social Sciences
(SPSSX).	 The analysis techniques used to yield the necessary
statistical information are as follows:
1. Descriptive statistics were collected to determine the
onsistency of the data.
2. Correlation coefficients, using Pearson correlation, were
determined to obt 'n the correlation among all
	
variables.
Specifically of interest were correlations between each of the
independent vani bles with the different measures of dependent
vani ble and correlations among the four measures used to gauge the
ep ndent variable.
3. Factor analysis	 was	 performed	 to	 summarize	 the
correlational patterns.
4. The frequencies and perc ntages of responses were computed
to indicate the frequency of responses.
5. Students' t-test between independent means was computed
for attitudinal/motivational variables and for the achievement
scores in order to investigate the possible effect of gender and
academic major on attitudes/motivation and achievement.
6. The level of significance set for the statistical tests in
the study was set at the .01 level.
In the next chapter we will concentrate on the presentation and
discussion of the results of this study.
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Chapter Five
Presentation of the Findings 
As stated in chapter one, the primary purpose of this study was
to examine the relationship between Bangladeshi high school
students' motivational orientation and their achievement in English.
Another purpose of this study was to determine whether the students
considered learning English important and why. This chapter, which
presents the results of the analyses of the data has been divided
into twelve sections. The first section discusses the methods of
analysin the data for testing the hypotheses. In the next eight
ections an analysis of each hypothesis is discussed together with
an interp etation of the results in each of the sections. Students'
reac 'ons to learning English are presented in the tenth section
while the eleventh section presents the results of the factor
analys.s.	 S me additional findings are presented in the last
se tion of the chapter.
5.1 Nethods of Analysis 
In discussing the methods of analysis of the data for this
study, lt ls convenient to group the hypotheses that required the
same statistical tests.
Hypothesis la. The reasons for learning English as a foreign
language would be instrumental.
This hypothesis was tested on the basis of the students'
responses to a variable which was scored dichotomously. 	 Hence
distribution of frequency of responses was used to test the
hypothesis.
Hypothesis lb.
	
The more instrumentally (as opposed to
integratively) oriented a student is while studying English, the
greater his/her achievement in English.
Hypothesis 2. The association between different measures of
attitude and motivation and achievement would be significant and
positive.
Hypothesis 3. The more positive the attitudes of a student
towards the learning situation, the greater his/her achievement in
English.
Hypothesis 6.	 There would be a significant and positive
relationship between the attitudes and motivation of the parents
towards the language and the attitudes and motivation of the
students towards learning the language.
Hypothesis 7.	 Since there is no exposure to the target
language outside the classroom and the teacher is the prime user of
the language, there would be a significant and positive association
between the attitudes of the teachers towards the language and the
students' attitudes and motivation towards learning the language.
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These five hypotheses were all analyzed using the Pearson
product-moment coefficient of correlation. As Kerlinger (1986)1
explained, such tests are used to "express the extent to which the
pairs of sets of ordered pairs vary concomitantly. In effect, they
tell the researcher the magnitude and (usually) the direction of the
relation" (p. 134).	 For hypothesis lb, students' scores on
integrative and instrumental orientations were correlated wZththeir
scores on different measures of achievement in English.
	 For
hypothesis 2 students' attitude/motivation scores were correlated wUk
their achievement scores in English. 	 For hypothesis 3 students'
scores on attitudes towards the learning situation (attitudes
towards the English language teachers and the English language
course) were correlated with their scores on different measures of
achievement in English.
	 For hypothesis 6, correlations were
measured to determine the strength and direction of the
relationships between parents' and students' attitude/motivation
scores. Likewise for hypothesis 7, correlations were computed to
determine the strength and direction of the relationships between
students' and teachers' attitude/motivation measures. All these
analyses were carried out using one-tailed tests since the
hypotheses under investigation were directional.
Hypothesis 4.	 There would be significant differences in
attitudes and motivation towards learning English and in achievement
in the subject between boys and girls.
Hypothesis 5.	 There would be significant differences in
attitudes and motivation concerning the learning of English between
students with different academic majors.
These hypotheses were tested using Students' t-test to compare
the means of the two groups. For hypothesis 4, the t-test compared
the mean scores of boys with those of the girls. For hypothesis 5,
the t-test compared the mean scores of science students with those
of humanities students.	 All these analyses were done using
two-tailed tests since the hypotheses under investigation were
non-directional.
Students' t-test is a statistical technique which is used when
a research hypothesis is to be tested by comparing the means of two
groups of populations. There are certain assumptions which have to
be met while using the t-test. They are (a) the subject is assigned
to one (and only one) group in the experiment, (b) the scores on the
independent variable are continuous and that there are only two
levels to the variable (i.e., only two means), (c) the variances of
the scores in the populations are equal and the scores are normally
distributed (Butler, 1985; 2 Hatch and Farhady, 19823).
In addition to the above mentioned statistical techniques for
testing the hypotheses, factor analysis was also performed to
summarize the correlational patterns observed in the study. The
main objective of the factor analysis was to see whether some
underlying pattern of relationships existed.	 Norusis (1985)4
defines factor analysis as
a statistical technique used to identify a
relatively small number of factors that can be
used to represent relationships among sets of
many interrelated variables (p. 125).
For example, variables such as scores on a battery of modern
language aptitude tests may be expressed as a linear combination of
factors, such as auditory alertness, sound-symbol association
ability, vocabulary knowledge, sensitivity to grammatical structures
and the rote memory aspect of the learning of foreign languages.
Factor analysis helps identify these underlying, not directly
observable constructs, and as such is useful for studies similar to
that being carried out in the present research because of the
multiplicity of variables and subjects. The purpose of using factor
analysis in this study was to obtain, from a large number of
variables, a small number of factors accounting for achievement in
learning English.
The particular analytic procedure used in this study was the
principal axis factor matrix followed by Normalized Varimax rotation
(Kaiser, 1958) 5 . Horst (1965) 6 noted that the principal axis factor
m trix ls the most popular and most frequently used method. Gardner
and Lambert (1972) 7 have used the principal axis factor analysis
method throughout their studies of social factors contributing to
success in second language learning.
5.2 Hypothesis la 
Hypothesis la stated that the reasons for learning English
would be instrumental. The hypothesis was tested by examining the
distribution of frequencies of responses to variable 9 (Orientation
Index).	 This variable consisted of one item.
	 Students were
presented with four possible reasons for studying English, two of
which stressed its instrumental value and two its integrative value.
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This subtest has been scored dichotomously.	 Students selecting
either instrumental reason as their first choice are scored 1: those
selecting either integrative reason are scored 2.	 Frequency
distribution of responses to the variable concerned is presented in
Table 5.1.
Table 5.1 : Frequency Distribution of Responses to Variable 9 
(Orientation Index) 
Name of Variable	 Value	 Frequency	 Percent	 Valid	 Cum
Percent
Orientation Index 1 152 63.3 63.3 63.3
(1	 for instrumental 2 88 36.7 36.7 100.0
2 for integrative) 240 100.0 100.0
The distribution of frequency presented in Table 5.1 shows that
out of 240 students, 152 chose instrumental reasons for learning
English while 88 students selected integrative reasons for their
studying English.	 In other words, 63.3% of the students thought
that they were learning English because of its utilitarian value
while 36.7k of the students believed they were learning English for
integrative reasons. In view of the above findings the hypothesis
may be considered to have been accepted.
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Comments
Hypothesis la was confirmed. The data presented in Table 5.1
suggest that the motivational orientation for this group of learners
is instrumental. That is to say, students in this investigation
seem to be learning English for the purpose of being able to use it
as a means of higher education or career advancement. They do not
seem to be integratively oriented towards learning the language in
order to know more about the people who speak English and their
culture as well as those who speak languages other than their own.
Nor do they seem to be interested in using the language as a means
of understanding and appreciating the art and literature of the
English-speaking peoples. Instead they are more inclined to think
that they are studying the language in order to satisfy a course
requirement and want to use it as a means of future career
enhancement.
This finding is consistent with the available experimental
evidence from a wide range of different learning environments and
varied educational levels. Thus the previous research will be cited
within three umbrella areas, namely students of second languages at
a secondary level; university students of English as a second
language and university students of English as a foreign language.
Jones' (1949) 8 and (1950) 9
 studies of secondary school students
learning Welsh as a second language found that the utilitarian value
of the language was emphasized by an overwhelming majority of his
subjects. The remaining studies of secondary students involve
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English in largely second language environments. Gardner and Santos
(1970) 10 and Gardner and Lambert (1972) 11 , for instance, in two
studies in the Philipines found that students were instrumentally
oriented towards English language study. This was further confirmed
by Lukmani's (1972) 12 study among Indian high school students, who
showed little desire to identify with English speaking Indians, but
saw English as a means of career advancement or as a tool with which
to understand and cope with the demands of modern life. Students of
a similar educational level in Israel (Cooper and Fishman, 1977) 13
also cited one of the most important reasons for studying the
language as instrumental. These findings match those of Livoti
(1977) 14 whose Puerto Rican students were instrumentally oriented
and, in line with other studies of this level, they saw English as
important
	 for	 future	 work	 possibilities	 including	 secure
preferential posts.	 Finally in a more recent study among
Chinese-speaking high school students learning English as a second
language in San Francisco, Wong (1982) 15 showed that the majority of
the students were instrumentally oriented towards learning English.
Thus at the high school level there is undeniable evidence of
instrumental orientation among students of English as a second
language.
At the university levels research findings are of a similar
vein. An early study was carried out by 011er, Baca and Vigil
(1977) 16 . Their Mexican Americans in New Mexico had instrumental
orientation as a dominant orientation. The same was found to be
true of Chinese students at the Universities of New Fexico and Texas
at El Paso (Oiler, Hudson and Liu, 1977) 17 . Koosha's (1978) 18
 study
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at the University of Colorado showed that those international
students who hoped to use the English language as a tool for reading
and understanding of materials pertinent to their future academic
work or career advancement were more highly motivated to learn the
language. In a more recent study with international students at the
University of Illinois, England (1984) 19 found that motivation to
learn English was associated with the awareness on the part of the
learner of the importance of using the language for pragmatic uses.
Moving from North America to England to a study with Norwegian
students at Sunderland Polytechnic and at the Institute of Education
of the University of Newcastle upon Tyne, Jones (1980) 20 also found
that the subject sample was instrumentally oriented towards learning
English.
In the field of English as a foreign language the results of
the study conducted by Karkia (1979) 21 with 314 Iranian students at
Tehran University also showed that students were instrumentally
oriented. They considered the learning of English language important
because they thought it would be a useful tool in acquiring further
information in their studies and research generally. 	 In another
study conducted among undergraduate students in India, Thailand and
Singapore, Shaw (1981) 22 noted that work-related reasons were always
more important: reading textbooks printed in English, for instance,
was more important than reading English literature; 	 writing
business letters was more important than writing personal letters.
For Shaw, there is no evidence that the language is necessarily
associated with English speaking countries. A study of Malaysian
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university students in Penang, by Jayatilaka (1982) 23 has almost
identical findings to that of Shaw. He found, for example, that
learning English for upward social mobility, that is, for
Instrumental	 reasons, was a more important one than the
identification with the culture of the English speaking group. The
most recent study of the factors affecting university students'
motivation towards learning English was carried out in Kuwait. In
line with all the previous research findings Ismail (1984) 24 found
that the students were largely instrumentally oriented towards
English language study.
Although the results of the present study lend support to most
of the existing research in an ESL and EFL learning context, they do
not corroborate the findings of the Canadian studies by Gardner,
Lambert and their associates (e.g. Gardner and Lambert, 1959 25 ;
Gardner, 196026 ;	 Lambert, Gardner, Bank and Tunstall, 196327;
Gardner, 196628 ; Feenstra, 1967 29 ; Feenstra and Gardner, 1968
30
;
Clement, Gardner and Smythe, 1977a 31 ; Clement, Major, Gardner and
Smythe, 197732 ;	 Clement, Smythe and Gardner, 197833 ;	 Gardner,
Smythe and Clement, 1979 34 ; Clement, Gardner and Smythe, 1980 35 ;
Gliksman, Gardner and Smythe, 198236 ;	 Gardner, Lalonde and
Moorcroft, 198537 ). These studies demonstrated that students with
positive attitudes towards the second language and the language
community were more motivated to learn the second language than
those with negative attitudes. The researchers considered this as
evidence for the supremacy of integrative orientation. The marked
difference in the results of the current study from those of the
Canadian Studies may to a large extent be due to the widely
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different social conditions in which the nature of the students'
motivational orientation has been studied, and also probably due to
the clear instrumental value of the second language in the present
cultural context. The context of the learning environment must be
taken into account: the socio-cultural surroundings seem to be a
critical factor. Gardner (1980) 38 mentions that the social and
cultural contexts of the various studies "would drastically
influence the nature of the role played by affective variables in
second language acquisition" (p. 265). 	 Furthermore, Clement and
Kruidenier (1983, p. 276) 39 note "that contextual or cultural
factors have contributed in producing the conflicting results
obtained in studies of orientations".
The social setting of the present research differs markedly
from that of the research conducted in Canada. Canada is a bilingual
and bicultural country where Francophone Canadians and Anglophone
Canadians live together, and by the necessity of that situation, any
Anglophone Can dian or Francophone Canadian who wants to be
successful in learning French/English must nurture a favourable
attitude towards speakers of the other language community since each
group interacts inevitably with the other on a daily basis. It is
very natural in Canada that what is termed "integrative" motivation
will prevail and correlate with communicative measures since
English/French speakers have no immediate use for French/English
except when communicating with English/French speakers. Furthermore,
the English and French languages are an integral part of the
Canadian culture. Therefore the Anglophone-Francophone Canadians
who do not speak or maintain their other/second language are cut off
from the very cultural heritage out of which their country
developed. Moreover, as English and French are the two official
languages in Canada, the context is, therefore, one in which
students are learning the other language of their own country. By
contrast, the subjects in the current study are living in a
monolingual and monocultural context and are not exposed to the
target language outside the classroom, let alone to the target
language culture. Perhaps this difference in the socio-cultural
context influences the degree and nature of relationship between
affective variables and second/foreign language learning.
5.3 Hypothesis lb 
It has been hypothesized that the more instrumentally oriented
as opposed to integratively oriented a student is while learning
English the better would be his/her achievement in the language.
The hypothesis was tested by examining the Pearson's product-moment
correlations computed among the concerned predictor variables (V3.
Integrative Orientation and V4. Instrumental Orientation) and
different criterion variables (V20. Structure Test, V21. Vocabulary
Test, V22. Reading Comprehension Test and V23. Teacher Awarded
Marks). The correlations coefficients are presented in Table 5.2.
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Table 5.2 : Pearson's Product-Moment Correlation Coefficients 
computed among Integrative Orientation, Instrumental 
Orientation, Structure Test, Vocabulary Test, Reading 
Comprehension Test and Teacher Awarded Marks 
Teacher
Structure	 Vocabulary	 Reading	 Awarded
Test	 Test	 Comp.Test	 Marks
Integrative
Orientation -.01 .01 -.02 .02
Instrumental
Orientation .37** .37** .14 .10
N = 240	 Level of Significance
	 * p <.01
** p <.001
The correlation coefficient presented in Table 5.2 reveals no
significant relationship between the students' integrative
orientation and their achievement in English. There is, however, a
significant association between their instrumental orientation and
their achievement in structure and vocabulary tests results, r = .37
and .37. All these correlations are in the predicted direction and
are significant at p <.001. Although the relationships between
instrumental orientation and reading comprehension and teacher
awarded marks are not significant, they are modest and positive.
Therefore, the hypothesis may be deemed to have been largely
confirmed.
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Comments 
Hypothesis lb was largely supported. Analysis of the data
presented in Table 5.2 reveals that the instrumental orientation
scores correlated significantly with scores on structure and
vocabulary tests, suggesting that the instrumentally oriented
students scored significantly higher in these tests than the
integratively oriented group.
	 The modest positive correlation
obtained between instrumental orientation scores and achievement in
reading comprehension may be due to the fact that reading
comprehension is a relatively less practised exercise in a classroom
teaching. This might have resulted in a less favourable orientation
towards learning it and the subsequent non-significant association.
Another possible explanation might be that the multiple-choice
response format used to measure reading comprehension in this study
gave clues to the meaning of the passage, leading a weak student to
a level of comprehension which he/she might not have achieved alone.
However, the results of the validity and reliability estimates of
the Achievement Test used in the present study (presented in Tables
4.1 and 4.2) and the results of the factor analysis presented in
Table 5.12 do not lend support to this latter interpretation.
Previous research has also found multiple-choice type as a valid and
reliable measure of reading comprehension (e.g. Henning, 1975 40 ;
Hinofotis and Snow, 198041 ). Furthermore, according to a recent
survey in the United States, about 70% of the tests now being used
to measure competency in reading are of multiple choice format
(Gambrell, 1985).42
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It is very difficult to explain the modest positive association
between instrumental orientation and teacher awarded marks since the
reseacher is not completely aware of the nature of the tests used by
the teachers in different schools under study. However, it may be
that the teachers might have awarded the marks on the basis of the
results of tests on those aspects of the language for which the
students may have a comparatively less favourable orientation,
resulting in this modest positive correlation.
	
Nevertheless, the
present results suggest that the higher the students' motivation to
use English as a means of career advancement the better their
English language achievement scores were. Attainment was found to
correlate positively with instrumental orientation but not with
integrative one.
The present finding also extends and lends empirical support to
the conclusion reached by earlier researchers that instrumental
orientation is a better predictor of achievement, at least so far as
the learning of English in EFL/ESL context is concerned, however,
it challenges Gardner's thesis that integrative orientation is a
more powerful incentive to second/foreign language learning than
instruffental orientation; similarly it does not lend support to the
Canadian studies by Gardner, Lambert and their associates.
EFL/ESL research studies involving secondary/high school
students have consistently found that those who were instrumentally
oriented were relatively more successful in learning English than
those who had an integrative orientation. This was true of the
research with senior high school students in the Philippines
(Gardner and Santos, 197043 and Gardner and Lambert, 1972 44 ). In
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line with the latter studies Lukmani (1972) 45 , whose subjects were
from a high school in India, found that higher levels of proficiency
correlated with instrumental orientation.	 These findings are
similar to those within a study conducted by Cooper and Fishman
(1977) 45 with Israeli high school students;	 those who saw a
knowledge of English as contributing to important personal goals
were found to be more successful in learning the language. The same
was found to be true of Saudi Arabian students (Mulla, 1979) 47 , of
Chinese-speaking students in Hong Kong (Pierson, Fu and Lee,
1980) 48 , both at secondary level.
With students at the tertiary level, the relationship between
EFL/ESL proficiency levels and learners' awareness of the importance
of using English as a tool for academic or career enhancement was
also consistently evident. These were the findings of research in
New Mexico with Mexican-Americans (Oiler, Baca and Vigil, 1977) 49 ,
with a range of international students at the university of Colorado
at Boulder (Koosha, 1978) 50 and at the university of Illinois
(England, 1984) 51 as well as with Malaysian students from Penang
(Jayatilaka, 1982)52.
Although the flnding of the present study is similar to the
results of these EFL and ESL studies, it is contradictory to the
findings of the research conducted by Gardner, Lambert and their
associates, i.e. the Canadian studies.
In a study among grade eleven Anglophone students learning
French as a second language in Montreal, Canada, Gardner and Lambert
(1959) 53 found that integrative orientation was a stronger predictor
of French achievement.	 The results of a similar later study
conducted by Gardner (l960) 	 the findings of the earlier
study of Gardner and Lambert (1959) 55 . In his 1960 study, Gardner
also indicated that the acquisition of French skills, the
development of which depended upon the active use of the language in
a communicative situation, was determined solely by an integrative
orientation to learn French.
In a study among ninth grade students in London, Ontario,
Feenstra (1967) 56 found that a complex of motivational variables,
stress'ng both positive student attitudes towards the target
language group and a desire to learn the target language, was
related to the acquisition of those aspects of second-language
skills	 which	 involved	 direct	 communication	 with	 that
cultural-linguistic group (i.e. speech comprehension and speech
pro u tion).	 In a study of 65 American and 89 Canadian adults
enrolled in an intensive French language programme in Northern
Quebe in Canada, Gardner, Smythe and Clement (l979)
	 that
there was a relationship between integrative orientation and oral
proficiency in French for the Canadian subjects. In a further study
in M ntreal among grade eleven Francophones learning English,
Clement, Gardner and Smythe (1980) 58 suggested that two motivational
components were involved in the acquisition of English by
Francophones : the integrative orientation towards the second
language community and self-confidence with English, which stemmed
from the individuals' actual use of the language outside the school
setting.
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The difference in the findings of the present study and those
of the Canadian studies is perhaps due to a great extent to the
widely different social conditions in which attainment in English
and the nature of the students' motivation have been studied. The
influence of the cultural milieu has also been acknowledged by
Gardner (1979) 59 , who emphasizes the fact that the second language
learning process must be considered in the larger context in which
the individual and the second language learning programme exist. He
further suggests that
the social milieu gives rise to many
expectations in the minds of teachers, parents
and students concerning the entire second
language acquisition task. A student resident
in a community where bilingualism is an expected
part of his cultural heritage will have and will
encounter cultural beliefs which are of a
different order from those of a student resident
in a community where unilingualism is the norm
(p. 195).
As mentioned in the earlier section, Gardner (1980) 60 also suggests
that the social and cultural contexts of the various studies may
greatly influence the nature of the role played by affective
variables in second language acquisition. Clement and Kruidenier
(1983) 61 also reached a similar conclusion in their study of the
influence of the milieu on the language acquisition process.
The same kinds of explanation as previously cited seem
relevant For example, the present study has been conducted in a
monolingual and monocultural social context where the subjects are
exposed neither to the target language outside the classroom nor to
its culture. By contrast the Canadian studies were conducted in a
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bilingual and bicultural milieu where the subjects were learning the
other/second language of their country. And this difference in the
socio-cultural context is sure to influence the degree and nature of
the relationship between affective variables and second/foreign
language learning.
Even in the Canadian context, if the studies involved languages
other than English/French or were carried out with non-Canadian
subjects learning English/French, the results would perhaps have
been different. This has been evident, for example, in a study among
eighth and ninth graders learning Hebrew in Montreal, Anisfield and
Lambert (1961) 62 demonstrated that integrative orientation did not
correlate with achievement but rather that instrumental orientation
was related to achievement. In their study of 65 American and 89
Canadian adults enrolled in an intensive French language programme
in Northern Quebec, Gardner, Smythe and Clement (1979) 63 found a
positive relationship between integrative orientation and oral
proficiency in French for the Canadian subjects but this
relationship was not so evident with the American subjects.
The results of the current study and those of many others (e.g.
Gardner and Santos, 1970
64
;	 Gardner and Lambert, 1972
65
, the
Philippine Study; Lukmani, 197266 ;	 Cooper and Fishman, 197767;
Livoti, 197768 ;	 Karkia, 1979 69 ; Mulla, 1979 7() ;	 Pierson, Fu and
Lee, 198071 ;	 Shaw, 1981 72 ;	 Jayatilaka, 198273 ;	 and Ismail,
198474 ) reflect an awareness that perhaps languages can be (and are
being) learned effectively without learners feeling the need to
integrate with or acculturate to native speakers, at least in the
ESL/EFL learning context. As Kachru (1983) 75
 puts it, the spread of
English has occurred for many reasons, most obviously perhaps the
need to know "its heritage, because of the status it may confer on
the reader or speaker, because of the doors which it opens in
technology , trade and diplomacy" (p. 3). Thus, the reasons for
learning English may be more varied and complex than originally
described in the integrative/instrumental dichotomy. 	 It is
universally acknowledged that at this moment in world history,
English is the pre-eminent language of wider communication. 	 In
addition to over 300 million native speakers there are millions more
who speak it as a second/foreign language. It is used as a library
language, as a medium of science, technology and international
trade, and as a contact language between nations and parts of
nations. English appears to have attained a position in the world
that is more solid than the base upon which it was built. It is
moving away from the status of a national and colonial language to
that f a true world language. It has become the property of the
w rl , a language belonging to those who use it and not just to
th e who claim it as their mother tongue. Perhaps the students
learning ESL/EFL consider English as a bona fide international
language which is not inseparably connected to any particular
country. The findings of the present study suggest an important
point that perhaps it is possible that the students' interests could
be served to a great extent without an emphasis on culture in the
EFL curriculum since the majority of the students judge the study of
the culture of the language they are learning to be irrelevant to
them.
5.4 Hypothesis 2 
It was hypothesized that the association between different
measures of attitude and motivation and achievement would be
significant and positive. 	 To test this hypothesis a Pearson
product-moment correlation was run on the relevant attitudes and
motivation inventories (V1. Attitudes towards learning English, V2.
Interest in Foreign Languages, V7. Motivational Intensity, V8.
Desire to Learn English) with various measures of attainment in
English (V20. Structure Test, V21 Vocabulary Test, V22. Reading
Comprehension Test and V23. Teacher Awarded Marks). The correlation
coefficients are presented in Table 5.3.
Table 5.3 Pearson's Product-Moment Correlation Coefficients 
omeuted among the concer ed measures of attitudes/ 
notivation and var . ous criterion variables 
Structure
Test
Vocabulary
Test
Reading
Comprehension
Test
Teacher
Awarded
Marks
Attitudes Toward
Learning English .36** •35** .14 .22**
Interest in
Foreign Languages -.11 -.03 -.01 -.11
Motivational
Intensity .39** .36** .15* .18*
Desire to Learn
English .37** .33** .12 .18*
N = 240	 Level of Significance	 * p <.01
** p <.001
The correlational analysis presented in Table 5.3 shows a
significant and positive association between attitudes towards
learning English and three measures of achievement. Structure test
results correlated with attitudes towards learning English at p
<.001 level of significance, r being .36. Similarly the association
between attitudes towards learning English and the vocabulary test
results was significant at p <.001 level (r = .35). Teacher awarded
marks also correlated with attitudes towards learning English being
significant at	 p <.001	 level	 (r =	 .22).	 However,	 the	 relationship
between	 attitudes towards
	
learning	 English	 and the reading
comprehension	 test	 results
	 was	 modest	 and	 positive (r =	 .14).
Nevertheless,	 the correlation	 analysis	 yielded a negative
association between interest in foreign languages and the different
measures of achievement, although none of the relationshsips was
ignificant.
The results as presented in Table 5.3 also demonstrated a
significant and positive association between motivational intensity
and all the measures of achievement.
	
The associations between
motivational intensity and the structure and vocabulary test results
were significant at p <.001 level, r being .39 and .36 respectively.
The relationships between motivational intensity and the reading
comprehension test results and teacher awarded marks were
significant at p <.01 level (r = .15 and .18 respectively). Desire
to learn English correlated with the structure and vocabulary test
results at p <.001 level of significance, r being .37 and .33
respectively. The association between desire to learn English and
teacher awarded marks was significant at p <.01 level, r being .18.
And the association between desire to learn English and the reading
comprehension test results was also positive though not significant
(r = .12). Despite the non-significant negative correlations
observed between interest in foreign languages and measures of
achievement and the modest positive association noted between
measures of attitudes towards learning English, desire to learn
English and the reading comprehension test results, the hypothesis
may be deemed to have been largely accepted since all other
correlations are significant and positive.
Comments 
Hypothesis 2 was largely supported. Table 5.3 shows that
attitudes towards learning English, motivational intensity and
desire to learn English have a consistently positive relationship
with easures of a hievement. However, there exists a low negative
as	 iation between interest in foreign languages and measures of
att in e t. The fact that interest in foreign languages correlates
negat vely with a h'evement tests may be explained by the fact that
while in all other s ales specific reference was made to English, no
reference was m de to any specific language or, for that matter, to
ny particular activity concerning language learning in this scale.
Gardner (19 5a) 76 suggests that some attitudes are obviously more
relevant to the task of learning a second language than others, and
that one would expect such differences to be reflected in the
correlations of the various attitude measures with indices of
achievement in the language. He goes on to say that attitudes
towards learning a second language and attitudes towards the second
language course dre obviously more relevant to learning the language
in the classroom than are attitudes towards native speakers of the
target language or interest in foreign languages generally. So it
does not seem surprising that a measure of positive attitude towards
learning English would correlate more closely with indices of
achievement than an interest in foreign languages in general does.
As Gardner points out, attitudes towards a second language are
relatively specific in that the attitude object (i.e. learning the
language) is fairly circumscribed and definite. On the other hand,
a measure such as interest in foreign languages is considerably more
general, for two reasons. First, the attitude object is 'foreign
languages' which is a more general construct than only one language.
Second, there is no particular activity associated with the
languages. In the case of attitudes towards learning English, a
specific activity is described. Interest in foreign languages, on
the other hand, could involve many activities such as learning them,
speaking them and hearing them. In this sense, a measure like
interest in foreign languages can be characterized as much more
general than one like attitude towards learning English. After a
review of the literature, Gardner indicates that attitudes towards
learning the language generally have higher relationships with
achievement than generalized measures of interest in foreign
languages.
The modest positive correlations observed between attitudes
towards learning English and the desire to learn English on the one
hand and the reading comprehension test results on the other may be
attributed to the fact that reading comprehension is a relatively
less practised skill in classroom teaching in the Bangladeshi
context. This might have resulted in a less favourable orientation
towards reading comprehension and the subsequent modest association
between reading comprehension scores and the affective variables.
As can be noted from the correlational analysis presented in Table
5.3 even in the case where a significant association has been
obtained (e.g. between motivational intensity and reading
comprehension) the relationship has been relatively weaker than the
association of motivational intensity with other criterion measures.
This suggests that the association between those aspects of language
which are comparatively less practised in classroom language
teaching and the affective variables will be relatively weaker than
the association between affective measures and those aspects that
are relatively more stressed in formal language teaching.
The findings that measures of attitude/motivation (attitudes
towards learning English, motivational intensity, desire to learn
English) are positively related to achievement are consistent with
the e "sting research.
In a study a ong selective central school students in North
Lon n in Brita'n, for example, Jordan (1941) 77 reported an overall
positive, though modest, correlation between attitudes towards
learning French and achievement in it.
	
Similar findings were
obtained in a study investigating the factors contributing to
achievement in first semester German course at the university of
Illinois in the U.S.A. (Larsen et al., 1942). 78 In two studies with
secondary modern school students in Wales, Jones (1949 79 ; 195080)
also provided parallel conclusions.
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In their initial study with Canadian grade eleven Anglophone
students learning French as a second language, Gardner and Lambert
(1959) 81 demonstrated that students with positive attitudes towards
the second language and the second language community and a strong
motivation to learn the language were more proficient in French.
In a study of grade nine Anglophones in Ontario, Canada,
Feenstra (1967) 82
 observed that achievement was related to positive
attitudes towards the language and a strong desire to learn it. In
a later study with grade nine Anglophone students in Canada,
Feenstra and Gardner (1968) 83 also indicated almost identical
findings. Gardner and Lambert (1972) 84 conducted their studies in
Louisiana, Maine and Connecticut with high school students learning
French as a second language. The results of all three studies
confirmed those of Feenstra (1967) 85 and Feenstra and Gardner
(1968).86
In a study in schools throughout Wales, Sharp et al. (1973)87
found that there was a significant relationship between attitudes
towards each language being investigated (English and Welsh) and
attainment in it. Burstall's (1975) 88 conclusions were much the
same after an intensive longitudinal study of primary school
students learning French as a second language in England. A study
among grade eleven Francophones in Montreal, Canada by Clement,
Gardner and Smythe (1980) 89 , a further study among Chinese speaking
secondary school students learning English as a foreign language by
Pierson, Fu and Lee (1980), 90 and the results of Gardner, Lalonde
and Moorcroft's	 (1985) 91	study of university students all
demonstrated that a composite measure of attitudinal/motivational
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characteristics correlated significantly with different indices of
second language achievement.	 In a recent survey carried out in
England, Wales and Northern Ireland, Dickson et al. (1987) 92 , the
same association between positive attitudes and attainment found in
the previous pieces of research was clearly evident.
The present study evidently corroborates the findings of the
earlier investigations, namely, that students who have both positive
attitudes towards learning a second language and a strong desire to
learn the language are often better learners of the second language.
5.5 Hypothesis 3 
The third hypothesis was that the more positive a student's
attitudes are towards the learning situation, the greater his/her
achievement in English. The attitudes toward the learning situation
factor consist of variables relating specifically to student
reactions towards the English course (Evaluative, Difficulty,
Utility, Interest) and the English language teacher (Evaluative,
Competence, Rapport, Inspiration) as well as anxiety about the
English class.	 In order to test the hypothesis, a Pearson's
product-moment correlation was run on the concerned predictor
variables and various criterion measures. Table 5.4 presents the
correlation coefficients.
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Table 5.4 Pearson's product-moment correlation coefficients 
computed among the concerned predictor (Attitudes towards 
the Learning Situation) and criterion variables 
Structure
Test
Vocabulary
Test
Reading
Comprehension
Test
Teacher
Awarded
Marks
English Class
Anxiety -.50** -.51** -.22** -.46**
English Teacher-
Evaluation .35** .34** .15* .30**
English Teacher-
Rapport .27** .29** .06 .24**
English Teacher-
Competence .27** .26** .05 .20**
English Teacher-
Inspiration .34** .33** .16* .31**
English Course-
Evaluation .35** .31** .16* .35**
English Course-
Difficulty .12 .15* .07 .14
English Course-
Utility .34** .30** .17* .33**
English Course-
Interest .34** .30** .18* .31**
N = 240	 Level of Significance 	 * p < .01
** p < .001
As can be seen from the data presented in Table 5.4, English
classroom anxiety correlated negatively with all the measures of
achievement at p <.001 level of significance. All other predictor
measures correlated positively with various measures of attainment.
English teacher evaluation correlated with structure test results,
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vocabulary test results dnd teacher awarded marks at p <.001 level
of significdnce, r	 .35, .34 and .30 respectively. It correlated
with reading comprehension test results
	 at p <.01 level of
significance, r being .15.	 Likewise English teacher-rapport
correlated with structure test results, vocabulary test results and
teacher awarded rdrks, being significant at p <.001 level, r = .27,
.29 and .24 respectively.	 However, there is a low positive
correlation
	 between	 English	 teacher-rapport	 and	 reading
comprehension, r - .06.	 Similarly English teacher competence
correlated with structure test results, vocabulary test results and
teacher awarded marks, being significant at p <.001 level, r = .27,
.26 and .20 re pectively. The association between English teacher
competence and reading comprehension is very low though positive, r
= .05. English eacher inspiration correlated with structure test
results, vocabulary test results and teacher awarded marks at p
<.001 level of significance, r being .34, .33 and .31 respectively.
Reading	 comprehension scores	 also	 correlated with
	 English
teacher-inspiration being significant at p <.01 level, r = .16.
English course evaluation correlated significantly with
structure test results, vocabulary test results and teacher awarded
marks at p <.001 level, r being .35, .31 and .35 respectively. It
also correlated with reading comprehension test results, being
significant at p <.01 level, r = .16. English course difficulty
correlated significantly with vocabulary test results only, being
significant at p <.01 level, r = .15. The associations between
English course difficulty and structure test results and teacher
awarded marks are modest, r = .12 and .14 respectively. 	 The
relationship between English course difficulty and reading
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comprehension test results is also positive, though it is very low,
r = .07.	 English course utility correlated with structure test
results, vocabulary test results, and teacher awarded marks at p
<.001 level of significance, r being .34, .30 and .33 respectively.
It also correlated with reading comprehension test results at p <.01
level of significance, r = .17.	 In the same way English course
interest correlated with structure test results, vocabulary test
results and teacher awarded marks at p <.001 level of significance,
r = .34, .30 and .31 respectively. The association between English
course interest and reading comprehension test results was also
significant at p <.01 level, r being .18. Despite the low positive
correla ions observed between English teacher rapport and reading
comprehension test results, English teacher competence and reading
comprehension test results, English course difficulty and reading
comprehension test results and the modest association of English
course difficulty with both structure test results and teacher
awarded marks, the hypothesis may be considered to have been largely
accepted since all other correlations are significant.
Comments 
Hypothesis 3 was largely accepted. An analysis of the data as
presented in Table 5.4 revealed that English classroom anxiety
correlated negatively and significantly with all measures of
achievement, suggesting that the students expressing a greater
amount of anxiety while participating in English classes achieved
less and vice-versa.	 The fact that classroom anxiety is very
clearly negatively related to achievement in English very well
reflect the learning conditions in a classroom in Bangladeshi high
- 258 -
schools. In fact, with the teacher assuming an authoritarian role
in the classroom, anxiety may represent the degree of perception of
such an atmosphere as threatening and thereby blocking learning.
Gardner (1979) 93 suggests that "situational anxiety" influences
language acquisition in both formal and informal contexts. 	 By
"situational anxiety" he is referring to those anxiety reactions
aroused in specific situations involving the second language i.e.
language classroom anxiety or language use anxiety. Gardner further
states specifically that classroom anxiety "would be expected to
influence achievement in the formal situation because the arousal of
such anxiety would result in negative reinforcements and a tendency
to withdraw from the situation" (198).
Krashen (1981 94 ,	 198295 , 198596 )	 also acknowledges the
importance of the anxiety factor in second language acquisition in
his affective filter hypothesis. He defines the affective filter as
a mental block, caused by affective factors
(high anxiety, low self-esteem, low
motivations), that prevents input from reaching
the language-acquisition device (Krashen, 1985,
p. 100). 97
He argues that the affective filter controls how much input the
learners come into contact with, and how much input is converted
into intake. He considers it as "affective" because the factors
which determine its strength have to do with the learner's
motivation, self-confidence, or anxiety state. He further maintains
that learners with high motivation and self-confidence and with low
anxiety have low filters and so obtain and let in appropriate
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quantitites of input for effective second languagb acquisition. By
contrast learners with low motivation, little self-confidence, and
high anxiety have high filters and so convert less input to intake
and consequently attract less input subsequently.
In view of the above, it is not surprising that more anxious
students are less successful in learning a second language because
anxiety depletes their energies or keeps them from taking the steps
necessary for learning a second language.
	 The results of the
present study have served to support the belief that anxiety has a
significant impact on student achievement in the second language
classroom and is consonant with the previous findings (e.g. Clement,
Major, Gardner and Smythe, 1977 98 ; Gardner, Smythe, Clement and
Gliksman, 1976
99
; Clement, Gardner and Smythe, 1977a 100 ; Abboushi,
1983101; Trylong, 1987102).
In a study of seventh and eighth grade high school Francophone
students learning English as a second language in Ontario, Canada,
Clement, Major, Gdrdner and Smythe (1977) 103 noted a significant
relationship between classroom anxiety and achievement in the target
language. In a longitudinal study of Anglophone students at five
grade levels learning French as a second language in five different
geographical regions in Canada, Gardner, Smythe, Clement and
Gliksman (1976) 104 and another study with grade ten and eleven
Francophone students in Montreal, Canada by Clement, Gardner and
Smythe (1977a) 105 have also suggested that anxiety variables are
strong predictors of proficiency in the second languages concerned.
A study with international students learning English as a second
language in a small private university in the midwestern United
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States, Abboushi (1983) 106 and a more recent study conducted among
students learning French as a second language at a large,
midwestern, State university, Trylong (1987) 107 have both revealed
findings similar to those of Gardner and his associates in Canada.
It may be noted here, however, that in the earlier studies classroom
anxiety was found to influence communicative skills only. However,
as mentioned before in chapter one (Section 1.6) no attempt was made
in the current study to measure students' communicative competence
since the students in the sample had been exposed neither to
teaching materials nor to contact with native speakers sufficient
for them to be expected to demonstrate such skills. The present
re ults show that classroom anxiety also greatly influences
students' competence in learning other aspects of a second language,
such as structure and vocabulary and in their reading comprehension.
This suggests that anxiety experienced while participating in the
language classroom not only affects communicative competence but
also other aspects of second language performance.
The present findings that students' attitudes towards the
English language teacher and the English course are significantly
and positively associated with their achievement in the subject
extend and lend empirical support to conclusions reached by earlier
researchers that learning a second language is related to students'
a titudes towards the language course and the language teacher (e.g.
Burstall, 1970 108 ; Gardner, 1985a 109 ; Gordon, 1980 110 ; Naiman et
al., 1978111 ; Neidt and Hedlund, 1967 112 ). In a study with primary
school students learning French as a second language in Britain,
Burstall (1970) 113 demonstrated that achievement in second language
-261 -
correlated positively with measures of attitude towards the language
teacher and the language course.
Gardner's	 (1985a) 114 findings mirror those of Burstall
(1970).115 He notes that for the second language student, the
language classroom might be the only place where the learner
encounters the language and the teacher might be the prime user of
the language. "Consequently, the course and the teacher can become
closely associated with the language material, and attitudes toward
them could thus become highly influential" (Gardner, 1985a, p.
7).116 Accordingly, Gardner predicted that where student attitudes
towards the learning situation were positive, other things being
equal, the student would have a pleasant experience with the
language and would be encouraged to continue. Negative attitudes
toward the learning situation would result in less motivation and
poorer performance.
Studies in other environments, including Belizean primary
school ESL students (Gordon, 1980) 117 , secondary level FSL students
in Toronto (Naiman et al., 1978) 118 and students of German at the
University of California at Los Angeles (Neidt and Hedlund, 1967)119
also found significant positive associations between indices of
attitudes towards the learning situation and second/foreign language
achievement.
The current findings concerning the relationship of student
attitudes towards the learning situation (the English course and the
English language teacher) and achievement in English suggest that a
student's personal experience in the language learning situation
- 262 -
tend to affect achievement in the language.
	 However, the low
positive association observed between English teacher rapport and
English teacher competence on the one hand and reading comprehension
on the other may be attributed to the fact that among all the
aspects of language teaching, reading comprehension is the area to
which the least importance is attached by the classroom teachers.
Consequently, we observe a low correlation between this criterion
measure and all predictor variables. Even in the cases where a
significant association has been noticed, for example, the
relationship	 between	 English	 teacher-evaluation 	 and	 reading
comprehension, the correlation value (r . .15) is not as high as in
the case of the relationship of this predictor measure with other
criterion measures used in the study. This suggests that attitudes
towards the learning situation significantly affect only those
aspects of language which are greatly stressed and practised in
classroom teaching. The low positive correlations noted between
English course difficulty and different criterion measures suggest
that the difficulty of the course as perceived by the students does
not affect their achievement in the language significantly.
5.6 Hypothesis 4 
The fourth hypothesis was that there would be significant sex
differences in attitudes and motivation towards learning English and
achievement in the language.
In order to test this hypothesis, a series of tests of
significance between two populations, i.e. boys and girls, were
performed to determine whether differences existed between them with
- 263 -
respect to the scores of different attitudinal/motivational
variables and different measures of achievement in English. For the
sake of clarity the results of the Student's t-Test procedure used
to test this hypothesis have been presented in two separate tables
Table 5.5 presents the results concerning the relevant predictor
measures, while Table 5.6 presents the results related to different
criterion measures.
As can be seen from the data presented in Table 5.5, there were
no significant differences at the .01 level between the boys and the
girls as far as the mean attitudinal-motivational scores were
concerned. Similarly the data presented in Table 5.6 concerning the
achievement scores did not reveal any significant differences
between the two groups in achievement measures. Therefore, the
hypothesis may be considered to have been rejected.
Conn ents 
Hypothesis 4 was not accepted. An analysis of the data as
presented in Tables 5.5 and 5.6 did not demonstrate any significant
difference in mean attitudinal/motivational as well as achievement
scores. The finding that sex was not a significant variable is
, 120)981
similar to the recent findings of Hansen (1	 Trieste
(1985) 121	 .122
and Naiman et al. (1978))22 it contradicts the
earlier findings of Bartley (1969 ,123 1970124), Burstall (1975)125
and Jones (1949126 ; 1950 127 ) who found that girls had a more
favourable attitude towards second language learning than boys.
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In a study among 8, 10 and 12 grade students learning French as
a second language in Toronto, Canada, Naiman et al. (1978) 128 failed
to find any association between sex and measures of achievement.
Whether there was any association between sex and attitudinal/
motivational measures, however, is not known. In another study of
international students attending the Programme in American Language
Studies at Rutgers, The State University of New Jersey and English
as a second language classes at Kean College, New Jersey, Hansen
(1981) 129 also failed to find any association between sex,
attitude/motivation and achievement in the target language. Similar
was the finding of Trieste (1985) 130 among university students in
Puerto Rico learning English.
However, the findings of earlier researchers such as Bartley
(1969 131 ; 1970 132 ), Burstall (i975),' 	 (1949 134 ; 1950 135 ) and
Livoti (1977) 136 contradict both the findings of the present study
and those of Hansen (1981), 137 Naiman et al. (1978) 138 and Trieste
(l985).' 	 two studies among adolescents learning Welsh as a
second language, Jones (1949
140;
 1950141) found a statistically
significant sex difference in the results.	 In both the studies
girls showed more favourable attitudes than boys. However, the
researcher did not indicate any sex differentiation as regards
achievement in the target language.
	 Likewise Bartley ( 1969142;
1970 143 ), in her studies of the importance of the attitude factor in
language drop out among eighth and ninth graders in San Francisco,
observed that the girls had more favourable attitudes towards
learning a foreign language.
	 In another study, conducted among
fifth and eighth graders in Puerto Rico, Livoti (1977) 144 showed
that the girls had more favourable attitudes towards learning
- 267 -
English. Burstall (1975) 145 in her study of primary school students
in England also found that the attitudes of the girls towards
learning French were more favourable than those of the boys.
The differences in the findings of the present study and those
of the earlier studies by Bartley (1969 146 ; 1970147 ), Burstall
(1975)148 and Jones 1949 149 ; 1950150 ) may perhaps be explained by
appealing to the differences in the target language being studied.
In the Jones (1949 151 ; 1950 152 ) studies, the subjects were learning
Welsh as a second language whereas in the case of the Bartley
(1969 153 ; 1970 154 ) and Burstall (1975) 155
 studies the subjects were
learning French. The motivation to learn a second/foreign language
may to some extent be affected by the status and prestige of the
target language locally and internationally. This was evident from
the results of the study by Sharp et al. (1973). 156	In their
investigation, they observed that sex was significant for attitudes
towards Welsh, with girls tending to be more in favour than boys,
but not for attitudes towards English. Furthermore, as Burstall
(1975) 157 points out,
differences in attitude undoubtedly stem partly
from the different employment expectations of
boys and girls and the extent to which
foreign-language learning can be perceived as
relevant to their occupational requirements
(p. 391).
Perhaps the girls in the Jones (1949 158 ; 1950159 ), Bartley
(1969160; 1970161) and Burstall
	 (1975)162 studies were more
interested in professions which involved the use of the target
language.
- 268 -
The sex differentiation demonstrated in the studies conducted
by Bartley (1969163; 1970164.,)	 Burstall	 (1975)165 and Jones
(1949 166 ; 1950167.) may also be attributed to the cultural beliefs of
a western society. Renard and Heinle (1968) 168 cited in Randhawa
and Korpan (1973) 169 state that
such a sex difference is almost certainly the
result of motivational differences and general
cultural influence of western society; girls in
general do better in language skills and worse
in mechanical and scientific areas (p.26).
Burstall et al. (1974) 170 also observe,
the view that foreign-language learning is a
more suitable accomplishment for girls than for
boys is undoubtedly still current in our
society, reinforced by the fact that a knowledge
of foreign languages has a direct and obvious
application to the future employment
possibilities open to girls but is less clearly
relevant to those available to boys (p. 60).
Robinson (1971 ) 171 cited in Burstall et al. (1974) 172 has also
suggested that being 'good at language' may be seen as admirable for
girls, but unmanly for boys. Future studies in a context similar to
the present investigation may clarify this finding.
5.7 Hypothesis 5 
The fifth hypothesis stated that there would be significant
differences in attitudes and motivation concerning the learning of
English between students with different academic majors.
- 269 -
This hypothesis was tested by a series of tests of significance
between two populations, i.e. students offering science as their
academic major and students taking humanities as their academic
major, to see whether differences in attitudes and motivation
concerning the learning of English existed between the two groups.
To ascertain whether or not there were significant differences
between the two groups as far as the variables were concerned,
Students' t-test procedure was performed. Table 5.7 presents the
results of the t-test procedure.
The results of the test of significance presented in Table 5.7
show that the two groups did not differ significantly in mean
attitudinal and motivational scores. In other words, there were no
significant differences at the .01	 level	 as far as the
attitudinal/motivational measures were concerned. In view of the
above findings, the hypothesis may be considered to have been
refuted.
C ments
The hypothesis was rejected. Analysis of the data presented in
Table 5.7 revealed no significant differences between science and
humanities students, lending no support for the hypothesis.
No previous study dealing with adolescents has attempted to
make such a distinction between students with different academic
majors, and therefore there are no comparisons to be made. Since
this is a new finding, further study in a similar context is
warranted to substantiate the validity of the present finding.
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However, two studies conducted with adults learning English as a
second/foreign language at university level considered academic
major as a variable affecting attitudes, motivation and achievement
in the target language (Hansen, 1981; 173 Karkia, 1979 174 ). Hansen
(1981)175 conducted her study with 93 international students
studying English as a second language in three different programmes
at university level in the United States. She found that science
majors achieved more in the measures of achievement. The researcher
attributed this to the fact that the science majors had been sent to
the United States to gain technological training that they could
take back to their countries. Therefore, these students had to do
very well in their studies so that they could return to their
countries with the knowledge expected of them. Furthermore, the
researcher felt that the policies of the university required that
these students should obtain a certain level of proficiency in
English before they could graduate. 	 Perhaps the combination of
these two facts contributed to the relatively higher achievement of
the science students.
In another study with Iranian university students, Karkia
(1979) 176 showed statistically significant differences between the
attitudes of science and humanities students to their English
language study.	 In general, students from science were more
inclined to approve of the EFL study and to be satisfied that
English was helping them to meet their expectations. The researcher
felt that the fact that science students were able to use their
English knowledge more than humanities students might have
influenced their motivation.	 Another factor that could have
influenced the motivation of science students is their awareness of
- 272 -
the usefulness of English in enhancing their understanding of the
scientific and technological information they were encountering.
Evidently the students in sciences and humanities were
instrumentally oriented towards EFL study.	 They studied the
language because they thought it would help them in their future
careers, both academic and professional.
5.8 Hypothesis 6
It was hypothesized that there would be a significant and
positive relationship between the attitudes and motivation of the
parents towards the English language and the attitudes and
motivation of the students towards learning the language.
It was expected that the association between parental
attitudinal/motivational orientations and students' attitudinal and
motivational orientations would be significant and positive. The
rationale for this was based on the notion that the subjects were
all adolescent high school students, and at such an age students are
still under the influence of their parents' attitudes towards many
things, including learning a second/foreign language.
The hypothesis was tested by examining the Pearson's
product-monent correlations	 coefficients	 computed among
	 the
concerned continuous predictor and criterion variables and
phi-coefficients computed between the two dichotomous predictor and
criterion measures. Table 5.8 presents the matrix of correlation
- 273 -
coefficients. Since variable 31 (Parents' Orientation Index) and
variable 9 (Students' Orientation Index) are nominal variables, the
correlations between these two variables are phi-coefficients. All
other entries are Pearson's product-moment correlation coefficients.
The correlation coefficient presented in Table 5.8 reveals a
statistically significant and positive relationship between all the
concerned variables except between variables 28 and 6, 29 and 7, and
31 and 9. Although the associations between these sets of variables
are not significant, they are modest and positive. Therefore, the
hypothesis may be considered to have been largely accepted.
Comments 
Hypothesis 6 was largely supported. The analysis of the data
sh wn in Table 5.8 indicates that variable 24 (Parents' attitudes
towards learning English) correlated with variable 1 (Students'
attitudes towards learning English) at p <.01 level of significance
(r = .19).	 Similar was the correlation between variable 27
(Parents' instrumental orientation) and V4 (Students' instrumental
oriental orientation), significant at p <.01 (r = .18). Similarly,
variable 30 (parental desire to learn English) correlated with
variable 8 (students' desire to learn English) at p <.01 level of
significance, r being .15. Variable 25 (Parents' interest in foreign
languages) correlated with variable 2 (Students' interest in foreign
languages) at p <.001 (r = .23). Similar results were obtained for
the correlations between variables 26 (Parents'
	
integrative
orientation) and 3 (Students' integrative orientation), r = .23.
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The modest positive correlations between parents' and students'
scores on parental encouragement as perceived by the students and
their parents (V28 and V6, r = .14), parents' and students' scores
on motivational intensity (V29 and V7, r = .14) and parents' and
students' scores on orientation index (V31 and V9, r = .03) possibly
suggest that in many families there is no clear communication about
the importance or value of learning English. 	 One possible
explanation is that in some homes there is a lack of agreement in
the parents' active and passive roles, resulting sometimes in lack
of agreement or even slight disagreement on some attitudes. As in
the current study, Feenstra (1967) 177 and Gardner and Santos
(1970) 178 also noted a modest but positive correlation between
parents' and students' perceptions of parental encouragement. Since
no other previous study has used any scales comparable to parental
motivational intensity (V29) and parents' orientation index (V31)
used in the present study no comparisons can be made as to the
results relating to these variables.
However, despite the non-significant positive correlations
obtained between certain sets of variables (V28 and V6, V29 and V7,
V31 and V9), the findings do suggest that a high school students'
orientation as measured in the present study is related to that of
the parent.	 Integratively oriented students tended to have an
integratively oriented parent, instrumentally oriented students an
instrumentally	 oriented	 parent.	 Similarly,	 the	 students'
orientation was positively related to the parent's attitude towards
learning English.
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The results of the present study contradict the findings of
Colletta (1982) 179 but are consonant with the earlier findings of
Feenstra (1967) 180 , Gardner (1960) 181 , Gardner and Lambert (1972,
the Philippine Study) 182 and Gardner and Santos (1970).
183
In an investigation among 68 anglophone grade 7, 8, 9 and 10
students enrolled in the Late French Immersion Programme of the
Ottawa Roman Catholic Separate School Board and their parents,
Colletta (1982)184 did not find any association between children's
and parents' attitudes.	 However, despite the negative results
obtained by Colletta, other earlier studies (e.g. Feenstra, 1967185;
Gardner, 1960 186 ; Gardner and Santos, 	
1970187 )	 have shown
significant relationships between parents' attitudes and perceptions
and childrens' attitudes in the context of second language learning.
In his 1960 study, 188 Gardner found that the orientations of parents
and children tended to converge. This is similar to the findings of
the current study. The relation between parents' and children's
attitudes was also investigated by Feenstra 	 (1967) 189 who
administered comparable attitudinal/motivational measures to grade
eight students and their parents. An analysis of the data indicated
that "integratively oriented students tend to come from homes where
parents have a basic integrative orientation in combination with
pro-French attitudes" (Feenstra, 1967, p. 42). 190 Examinations of
the correlation matrix revealed that six of the ten corresponding
measures of parents and their children were significantly
correlated. The results of the present study lend further support
to the findings of Feenstra. In another similar study among senior
high school students in Manilla in the Philippines, Gardner and
Santos (1970) 191 demonstrated a clear association between parents'
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and children's orientations and attitudes. 	 In a further study,
Gardner and Lambert (1972, the Philippine Study) 192 reported that
students rated their parents as having similar attitudes to their
own.	 In a recent study of Kuwaiti university students, Ismail
(1984) 193 also indicated a significant intercorrelation between
students' attitudes and those of their parents.
The results of the present study and those conducted earlier by
Feenstra
	 (1967) 194 ,	 Gardner (1960) 195 ,	 Gardner and	 Lambert
(1972) 196 , Gardner and Santos (1970) 197
 and Ismail (1984) 198 support
the notion that the students' attitudinal and motivational
orientations towards learning a second/foreign language are likely
to develop within the family.
5.9 Hypothesis 7 
It was hypothesized that since there was no exposure to the
target language outside the classroom, and since the teacher was the
prime user of the language, there would be a significant and
positive association between teachers' attitudes towards the English
language and the students' attitudes and motivation towards learning
the language.
In order to test the hypothesis, a Pearson product-moment
correlation was run on the relevant predictor variables (V32
Teachers'
	
attitudes towards learning English, V33 Teachers'
attitudes towards English as a subject in the school curriculum, V34
Teachers' interest in foreign languages, V35 Teachers' integrative
orientation, V36 Teachers' instrumental orientation) and concerned
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criterion measures (V1 Students' attitudes towards learning English,
V2 Students' interest in foreign languages, V3 Students' integrative
orientation, V4 Students' instrumental orientation, V16 English
course-utility as perceived by students). It may be mentioned here
that data on attitudes were collected from thirty students and four
teachers in each school.	 Therefore, in order to test this
hypothesis, we had to find out the mean scores of both teachers' and
students' attitudes and then put it in a separate data file for
computing the correlational analysis. Consequently, the number of
samples in this case should be considered as eight only (i.e.,
schools) not as two hundred forty (i.e., students) as in the cases
of other hypotheses tested. Table 5.9 presents the correlation
coefficients computed among the concerned variables.
The analysis of the data presented in Table 5.9 demonstrated a
modest but positive correlation between the variables concerned,
thus lending only partial support to the hypothesis.
Comments 
Hypothesis 7 was partially supported. 	 Contrary to the
expectation of the researcher, the results of the data analysis
yielded a non-significant positive correlation among all the
concerned predictor and criterion measures. 	 This unexpected
non-significant correlation may be due to the fact that data for the
teachers were collected from a small number of 30 samples.
Furthermore, the data collecting instrument for teachers (Teachers'
Questionnaire) was original to this study and has not therefore been
checked for statistical validity and reliability in earlier studies.
V1 Students' attitudes
towards learning English
V2 Students' interest in
foreign languages
V3 Students' integrative
orientation
V4 Students' Instrumental
orientation
V16 English course utility
as perceived by students
Table 5.9	 Pearson's product-moment correlation. coefficients 
computed among the concerned predictor (teachers' 
attitudes) and criterion measures (students' attitudes) 
V1	 V16
	
V2	 V3	 V4
V32	 .33
V33	 .34
V34	 .02
V35	 .45
V36	 .46
N . 8 (S hools)
	
Level of Significance 	 * p <.01
** p <.001
Names of variables:
V32	 Teachers' attitudes towards
learning English
V33	 Teachers attitudes towards
English as a subject in
the school curriculum
V34	 Teachers' interest in
foreign languages
V35	 Teachers' integrative
orientation
V36 Te hers' instrumental
orientation
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However, no comparisons can be made concerning the validity of
the present finding since no other previous study has examined the
interrelationships of teachers' attitudes with students' attitudes
and motivation towards 	 learning a second/foreign 	 language.
Nevertheless, in an investigation of attitudes towards English and
Spanish as language of instruction in a Bilingual Education
Programme in San Antonio, Texas, Walschak (1984) 199 also observed a
modest but positive association between teachers' and students'
language attitudes. Some other studies assert that in order to have
a better understanding of the role of attitudes and motivation in
second/foreign language learning, the attitude structures of at
least three sets of individuals (the student, parents, and teachers)
should be considered (e.g. Feenstra, 1969 200 ; Spolsky, 1969201).
Gardner and Lambert (1972) 202 also state that "of course teaching
techniques and teachers' personalities can certainly affect the
attitudes and motivation of students..." (p. 9). 	 Besides this,
there have been other studies where teacher effect was shown to be
significant. One such study was carried out by Papalia and Zampogna
(1972 203 for the purpose of investigating the effect of teacher
behaviour on students' continuing foreign language study. 	 They
found that this depended mostly on the teacher and to a lesser
extent on the relevance of the course. Other researchers also
consider teachers to be one of the most important influences on
student motivation (e.g. Girard, 1977204 ; Kharma, 1977b205 ).
Although the present results do not lead to any precise
conclusion, it is still suggestive of the fact that there exists an
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association between teachers' and students' attitudinal/motivational
orientations. This important new finding merits further study in
follow-up research.
5.10 Reactions to Learning English 
As mentioned before another purpose of this study was to
determine whether the students considered learning English important
and why. The students were asked to respond to the following
question:
"One of your friends believes that since Bengali is our mother
tongue, there is no need for us to learn English. What would you
say to him?"
The answers given by the students indicated that 98 per cent of
them considered learning English important. These are translations
of representative examples of some of the reply types that were
given most frequently:
Bengali is our mother tongue, so we must have
mastery over it. But it is also good to have a
good command of English because it would be
useful for us in different professions in the
future.
We must learn English because it would be useful
in international trade and commerce. It will be
also useful while travelling abroad.
In order to build our country we must mix with
people from other countries of the world. We
cannot mix with them unless we know English.
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I will tell him/her that we need to learn
English because it is an international language.
By learning this language we will be able to mix
with more and more varied people. It will also
be useful for us in getting jobs in foreign
countries.
Although it is not necessary for us to learn
English in order to lead a simple life within
Bangladesh, but we should learn English if we
want to have a better career and modern life
style and to maintain relations with other
countries of the world.
English is an international language. Although
we may not need it at the present moment, we
will need it in the future for the enhancement
of our career, both academic and professional.
Bengali is our mother tongue. Though we do not
have to speak English in our country, it would
be useful for our higher education abroad.
Though Bengali is our mother tongue, we cannot
ignore the importance of English. It is an
international language. We will be deprived of
many aspects of the modern civilization if we do
not learn English.
English is the only language which functions as
the lingua franca between the peoples of the
world, the most widely understood language in
international forums. So we must learn English
in order to maintain relations with other
countries of the world. Otherwise, we will be
left in isolation from the rest of the world.
From their answers it is obvious that they are concerned with
what the future may hold for them if they do not know English. As
can be seen the responses varied from seeing English as influencing
their future career (both academic and professional) to helping them
communicate with people from different countries of the world. The
reasons for studying English offered by the majority of the students
(77%) are overwhelmingly the ones normally labelled instrumental.
From the answers obtained it was evident that these students
consider English as an international language rather than as
Inseparably connected to a specific nation.
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5.11 Results of Factor Analysis (Parental Attitudinal/Motivational 
Measures and Students' Attitudes/Motivation and Achievement
Measures)
As mentioned earlier in Section 5.1 factor analysis was
performed to summarize the correlational patterns. It helped us to
obtain, from a large number of variables, a small number of factors
accounting for achievement in English.
It may be mentioned here, however, that for purely statistical
reasons teachers' attitudes measures could not be included in this
analysis of parents' and students measures. That is, the data for
the investigation were collected from 240 students and their parents
and 30 teachers. Hence there was a one-to-one correspondence for
parents and students and which made it possible for the data to be
en ered into the same data file whereas teachers' measures could not
be entered into it as there was no such one-to-one correspondence.
Therefore in order to investigate the association between teachers'
and students' language attitudes we had to compute the mean scores
on the concerned variables for both teachers and students in each
school and enter them into a separate data file for further analysis
(also see Section 5.9). Furthermore, as the association between
teachers' and students' attitudes involved only a limited number of
variables (five sets) and fewer samples (eight only) it was not
considered necessary to use the factor analysis to reach the
conclusions reported in 5.9. As noted in Section 5.1, factor
analysis is useful in cases which involve multiple variables and
multiple subjects.
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In order to factor analyse the data, Pearson's product-moment
correlations were computed between all continuous variables. The
correlations between each of the continuous variables and the four
dichotomous variables (Sex, Academic Major, Students' Orientation
Index and Parental Orientation Index) were computed as point
biserial	 correlations, while the intercorrelations of these
variables were computed as phi-coefficients.	 The resulting
correlation matrix is shown in Table 5.10. The correlation matrix
was factor analyzed using the Principal axis factor matrix which
extracts orthogonal factors in order of decreasing variance
(Palumbo, 1969). 206 The factor matrix along with the communalities
of each of the variables and eigenvalues for the eight factors is
presented in Table 5.11. 	 The eight factors with eigen-values
greater than 1.0 were rotated using the Normalized Varimax Solution
(Kaiser, 1958). 207 The rotated factor matrix is shown in Table
5.12. Factor 1 accounts for 21.8% of common variance; Factor 2 for
9.7 ; Factor 3 for 7.9%; Factor 4 for 5.9%; Factor 5 for 3.5%;
Factor 6 for 2.4%; Factor 7 for 2.0%; Factor 8 for 1.6%. Variables
with loadings of ±.20 or higher have been arbitrarily considered as
substantial contributors to a particular factor.
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Table
	 5.10
V V
Correlation Coefficients Computed Among Parents'	 and Students' Measures
V	 V V V V	 V	 V V	 V	 V V	 V	 V V	 V	 V	 V	 V	 V	 V	 V	 V	 V	 V	 V	 V	 V	 V
2 3 4	 5 6 7 8	 9	 10 11	 12	 13 14	 15	 16 17	 18	 19	 20	 21	 22	 23	 24	 25	 26	 27	 28	 29	 30	 31
1/1 .13 .26 .47-.20 .17 .74 .81	 .01	 .44 .33	 .34	 .18 .35	 .15	 .23 .33	 .03-.11	 .36	 .35	 .14	 .22	 .19	 .09	 .08	 .21	 .14	 .10	 .14-.01
V2 .43 .01	 .09 .29 .18 .22	 .12	 .01 .05-.01-.03 .06-.01	 .04 .01	 .05	 .03-.11-.03 -D1-.11.17 	 .23	 .17-.09	 .10	 .06	 .19-.08
V3 .04	 .25 .46 .18 .25	 .15	 .07 .05	 .04	 .03 .06
	 .01	 .10 .05	 .05	 .06-.01	 .01-.02 -02	 .09
	 .20	 .23-.12	 .15	 .04	 .26-.01
V4 -	 -.13 .08 .57 .45-.13	 .25 .19	 .25	 .19 .32	 .08	 .20 .27	 .07-.02	 .37	 .37	 .14	 .10	 .15	 .10	 .06	 .18	 .05	 .10	 .03-.04
V5 .16 -.17 -.19	 .01-.16 -.20 -.14 -.17 -.21 -.05 -.17 -.22	 .10	 .06 -.50 -.51 -.22 -.46 -.08 -.04	 .06-.29	 .03-.09	 .08	 .09
V6 .13 .16	 .09	 .02 .07	 .05	 .09 .08	 .13	 .07 .08	 .06-.00-.06-.03-.06-.02	 .13	 .11	 .16-.08	 .14	 .14	 .22-.05
V7 .79	 .01	 .32 .20	 .29	 .18 .33	 .13	 .23 .27-.05-.12	 .39	 .36	 .15	 .18	 .12	 .10	 .08	 .21	 .12	 .14	 .11-.00
V8
.03	 .35 .37	 .31	 .14 .34	 .13	 .25 .27-.07-.10	 .37	 .33	 .12	 .18	 .09	 .12	 .09	 .21	 .10	 .07	 .15	 .05
V9
.04 .05	 .05
	 .07 .09	 .16-.01 .08	 .08-.03-.01-.00-.01
	 .01	 .03
	 .00-.10-.04-.01-.06	 .01	 .03
V10
.81	 .79
	 .68 .59	 .24	 .52 .53-.05-.04	 .35	 .34	 .15	 .30
	 .08	 .06-.00	 .22	 .11	 .11	 .04	 .06
VII
-	 .81	 .74 .58	 .19	 .58 .50-.06-.07	 .27	 .29	 .06	 .24	 .06	 .02-.03 .14	 .04	 .10	 .05	 .05
V12
-	 .64 .60	 .20	 .61 .53-.05-.11
	 .27
	 .26	 .05	 .20	 .05	 .03-.01	 .16	 .04	 .09	 .00	 .03
V13
.53	 .16	 .60 .48	 .05-.07	 .34	 .33 .16	 .31	 .07	 .04-.05	 .26	 .02	 .11	 02-.02
V14 .44	 .66 .78-.02-.09	 .35	 .31
	 .16	 .35	 .11	 .03-.03	 .11	 .04	 .08	 .07	 .04
VI5
-	 .26 .34 .12-.05	 .12
	 .15	 .07	 .14	 .06 -.00 -.06 -.01 -.00	 .03	 .08	 .05
VI6 .52-.01-.11	 .34	 .30	 .17	 .33	 .07	 .01	 .02	 .20	 .03	 .12	 .03	 .02
V17 .01-.10	 .34	 .30	 .18	 .31	 .07	 .01-.02	 .10	 .08	 .07	 .03-.01
V18
-	 .00-.06	 .03
	 .02-.05
	 .10-.01-.03 .04-.01	 .07 -.08 -.18
VI9
-	 -.18 -.25 -.30 -.28
	 .01-.01-.04-.19	 .05 -.01-.07	 .02
-	 .75	 .58	 .76	 .17	 .01-.07	 .46	 .12	 .19 -.09 -.06
VI 54.69
	 .17	 .07-.01	 .36	 .02	 .14-.01 -.09
V22
.60
	 .11 -.04 -.10	 .24-.04 .09 -.10 -.00
V3
.14-.00-.08 .33 .04 .09-.12-.04
V24 .43 .40 .26	 .48 .40	 .40 .11
VS .47	 .19	 .45	 .34	 .47	 .01
V6
-	 .24 .48 .33 .45	 .04
V27 .34	 .26	 .19-.13
V28 .38 .35-.03
V29 .41 -.01
V30 -	 -.01
V31
Names of Variables
1. Attitudes Towards Learning English 17. English Course - Interest
2. Interest in Foreign Languages 18. Sex
3. Integrative Orientation 19. Academic Major
4. Instrumental Orientation 20. Structure Test
5. English Class Anxiety 21. Vocabulary Test
6. Perceived Parental	 Encouragement 22. Reading Comprehension Test
7. Motivational
	
Intensity 23. Teacher Awarded Marks
8 Desire to Learn English 24. Parental Attitudes Towards Learning English
9 Orientation
	 Index 25. Parental	 Interest in Foreign Langtages
. English Teacher - Evaluation 26. Parental	 Integiative Orientation
11. English Teacher - Rapport 27. Parental	 Instrumental Orientation
12. English Teacher - Competence 28. Parental Encouragement
13. English Teacher -	 Inspiration 29. Parental Motivational
	 Intensity
14. English Course - Evaluation 30. Parental Desire to Learn English
15. English Course - Difficulty 31. Parental Orientation Index
16. English Course - Utility
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Table 5.11 
	
Principal Axis Factor Matrix (Parents' and Students' Measures) 
Variables Commun- Factor Factor Factor Factor Factor Factor Factor Factor
ality 1 2 3 4 5 6 7 8
Attitudes towards Learning .73 .62 .26 -.04 -.51 -.13 -.02 .06 .01
English
Interest in Foreign .33 .06 .39 .16 -.16 .26 -.10 -.01 -.22
Language
Integrative .69 .12 .48 .22 -.25 .51 -.27 -.06 -.04
Orientation
Instrumental .42 .46 .11 -.10 -.30 -.17 .13 .20 .06
Orientation
English Class .68 -.40 .23 .40 -.07 .16 -.06 .14 .51
Anxiety
Perceived Parental .31 .11 .36 .18 -.12 .34 -.07 .03 -.03
Encouragement
Motivational	 Intensity .79 .59 .26 -.10 -.57 -.18 .05 .03 .06
Desire to Learn .83 .60 .28 -.04 -.60 -.16 -.03 -.10 -.01
English
Orientation Index
.07 .04 .01 .11 -.02 .22 .01 -.00 -.10
English Teacher - .77 .75 -.10 .35 .12 -.14 -.19 .03 .05
Evaluation
English Teacher - Rapport .88 .71 -.15 .46 .20 -.12 -.27 .01 -.08
English Teacher - .78 .70 -.14 .44 .13 -.16 -.15 .04 .04
Competence
English Teacher - .68 .66 -.18 .29 .28 .01 -.18 .15 -.02
Inspiration
English Course - .97 .76 -.12 .34 .06 .15 .47 -.15 .00
Evaluation
English Course - .25 .30 -.04 .15 .00 .19 .31 .01 .03
Difficulty
English Course - .52 .64 -.12 .25 .16 .08 .04 -.03 .04
Utility
English Course - .62 .65 -.12 .24 .07 .11 .31 -.06 -.01
Interest
Sex .37 -.01 .04 .00 .01 .20 .13 .56 -.04
Academic Major .12 -.19 .08 .18 -.01 -.11 .05 .02 -.16
Structure Test .81 .69 -.19 -.54 .01 .04 -.05 -.01 .03
Vocabulary Test .71 .65 -.14 -.48 -.00 .15 -.09 .04 -.08
Reading Comprehension .57 .38 -.21 -.48 .03 .29 -.07 -.00 .26
Test
Teacher Awarded .80 .58 -.28 -.50 .14 .31 -.09 -.15 .02
Marks
Parental Attitudes
toward Learnino English
.48 .24 .52 -.20 .29 .02 .11 .12 -.05
Parental	 Interest in .45 .14 .59 -.09 .25 -.04 .00 -.09 -.06
Foreign Languages
Parental	 Integrative .49 .07 .64 -.06 .24 -.10 -.00 -.09 .05
Orientation
Parental	 Instrumental .42 .39 .15 -.37 .23 -.19 -.06 .12 .05
Orientation
Parental .47 .18 .57 -.12 .30 -.10 .04 -.01 .06
Encouragement
Parental Motivational .34 .23 .41 -.15 .30 -.07 .04 .06 .05
Intensity
Parental	 Desire to
.47 .12 .63 .02 .20 -.00 .04 -.13 .04
Learn English
Parental Orientation .14 -.02 -.03 .12 -.02 -.07 -.01 -.29 .19
Index
Eigen Value 7.03 3.51 2.78 2.16 1.58 1.26 1.16 1.03
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Table 5. 12
	
Varimax Rotated Factor Matrix after Rotation with Kaiser Normalization (Parents' 
and Students' Measures
Variables Factor
1
Factor
2
Factor
3
Factor
4
Factor
5
Factor
6
Factor
7
Factor
8
Attitudes towards Learning
.21 .14 .79 .10 .16 .07 .05 .00
English
Interest in Foreign
-.01 -.13 .12 .16 .52 -.01 .06 .05
Language
Integrative Orientation
.03 .01 .14 .15 .79 -.05 -.16 -.03
Instrumental Orientation
.14 .13 .57 .08 -.08 .13 -.01 .15
English Class Anxiety
-.11 -.30 -.13 -.01 .19 -.06 -.73 -.03
Perceived Parental
.03 -.03 .09 .16 .50 .07 -.12 .06
Fncnuragement
Motivational	 Intensity .11 .15 .85 .10 .08 .09 .02 -.03
Desire to Learn English .15 .12 .85 .08 .19 .05 .10 -.15
Orientation Index .04 -.00 -.05 -.06 .22 .11 .03 .04
English Teacher -
.82 .14 .23 .06 .00 .12 .01 -.06
Evaluation
English Teacher - Rapport .92 .04 .11 .02 .06 .08 .09 -.06
English Teacher - Competence .84 .04 .20 .01 -.01 .16 -.01 -.06
English Teacher - Inspiration
.78 .19 .02 .03 .02 .13 .03 .11
English Course - Evaluation
.51 .14 .20 .04 .07 .79 .09 -.08
English Course - Difficulty .15 .07 .07 -.01 .09 .45 -.03 .06
English Course - Utility
.59 .20 .09 .05 .06 .33 .02 -.03
English Course - Interest
.47 .16 .17 .02 .04 .58 .08 -.02
Sex
-.02 -.01 -.01 -.01 .07 .08 -.14 .58
Academic Major -.04 -.33 -.05 .00 .02 -.03 .06 .03
Structure Test .21 .76 .29 .07 -.15 .08 .26 .05
Vocabulary Test .21 .70 .26 .06 -.00 .06 .29 .14
Reading Comprehension
.02 .75 .05 -.03 -.04 .06 -.04 .03
Test
Teacher Awarded Marks .18 .83 .02 .00 .01 .13 .25 -.03
Parental Attitudes
toward Learning English
.01 .11 .06 .65 .06 .08 .06 .19
Parental	 Interest in
.00 -.03 .04 .65 .14 -.02 .07 -.04
Foreign Languages
Parental
	 Integrative
Orientation -.03 -.08 .05 .67 .09 -.06 -.05 -.09
Parental	 Instrumental
.17 ..35 .16 .40 -.24 -.09 .12 .12
Orientation
Parental Encouragement .03 .01 .05 .68 .02 -.01 -.02 .01
Parental Motivational
.08 .11 .04 .56 -.03 .02 -.00 .08
Intensity
Parental Desire to
-.00 -.09 .06 .63 .19 .04 -.05 -.10
Learn English
Parental Orientation
.03 -.03 -.00 -.03 -.04 .04 -.11 -.35
Index
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Factor 1 receives its substantial loadings from ten variables
concerning attitudes towards the learning situation, two measures of
achievement and the measure of attitudes towards learning English:
Variable 11
	
English Teacher-Rapport 	 .92
Variable 12
	
English Teacher-Competence 	 .84
Variable 10	 English Teacher-Evaluation	 .82
Variable 13	 English Teacher-Inspiration 	 .78
Variable 16	 English Course-Utility 	 .59
Variable 14	 English Course-Evaluation	 .51
Variable 17	 English Course-Interest 	 .47
Variable 1	 Attitudes towards learning English 	 .21
Variable 20	 Structure Test	 .21
Variable 21	 Vocabulary Test	 .21
All the measures receiving higher loadings on this factor are
related to attitudes towards the learning situation (variables 11,
12, 10, 13, 16, 14, 17). Hence factor one can be designated as a
factor of "Attitudes towards the Learning situation."
The configuration indicates that in this investigation, those
students who perceive greater rapport and warmth of the teacher
(variable 11) perceive the teacher as being competent (variable 12).
They also evaluate their teacher positively (variable 10) and feel
that the teacher inspires them to learn English (variable 13). They
also consider the course as being useful (variable 16), evaluate it
positively (variable 14), and find it interesting (variable 17).
The loading of variable one (attitudes towards learning English) on
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this factor suggests that students having positive attitudes towards
the learning situation will also demonstrate a positive attitude
towards learning the language.
Two measures of achievement (variable 20 and 21) also loaded
appreciably on this factor.
	 It seems reasonable to assume that
students' attitudes toward the learning situation and their
attitudes toward learning the language would be related to their
achievement in the language. This factor accounts for 21.8% of
common variance.
Factor 2 which accounts for 9.7% of the common variance,
receives appreciable loadings from the following measures:
Variable 23	 Teacher Awarded Marks
	
.83
Variable 20	 Structure Test	 .76
Variable 22	 Reading Comprehension Test	 .75
Variable 21	 Vocabulary Test	 .70
Variable 27	 Parental Instrumental Orientation	 .35
Variable 19	 Academic Major	 -.33
Variable 5	 English Class Anxiety 	 -.30
Variable 16	 English Course-Utility	 .20
Since Factor 2 receives its highest loadings from all the
measures of achievement in English, this factor can be best
identified as an "Achievement Factor". In addition to these indices
of achievement in English, which clearly define the factor, four
other variables receive appreciable loadings. 	 These include the
measures of parental instrumental orientation (variable 27),
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Academic Major (variable 19), English Class Anxiety (variable 5) and
English Course-Utility (variable 20).
The structure of loadings on this factor suggests that the
students in this study who have been awarded higher marks by their
language teachers (variable 23) also received higher scores on all
the measures of achievement used in the study (variables 20, 22 and
21).	 The appreciable positive loadings of parental instrumental
orientation (variable 27) on this factor suggest that those students
whose parents stressed the instrumental value of learning English
achieved higher scores than those whose parents de-emphasized the
pragmatic value of learning English. This factor also receives
appreciable positive loadings from English course-utility (variable
16) indicating that students who achieved higher scores on
achievement tests also consider the course to be useful. Negative
loadings of academic major (variable 19) on this factor demonstrate
that the pattern observed in factor 2 appears to be characteristic
of science students. Furthermore, the negative loadings of English
classroom anxiety (variable 5) on this factor indicates that those
students achieving higher scores encounter relatively less anxiety
while participating in the class. To sum up, science students in
this study achieve higher scores in English. They also encounter
less anxiety while participating in classroom activities and have
parents who are more instrumentally oriented towards English
language study.
Factor 3 accounts for 7.9% of the common variance and receives
substantial loadings from the following nine variables:
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Variable 7	 Motivational Intensity	 .85
Variable 8	 Desire to Learn English	 .85
Variable 1	 Attitudes toward Learning English	 .79
Variable 4	 Instrumental Orientation	 .57
Variable 20	 Structure Test	 .29
Variable 21
	
Vocabulary Test
	 .26
Variable 10	 English Teacher-Evaluation	 .23
Variable 12	 English Teacher-Competence	 .20
Variable 14	 English Course-Evaluation	 .20
The factor received its highest loadings from students'
attitudes/motivation measures that show the amount of effort a
student is willing to undertake in order to learn English as well as
the instrumental reasons for learning the language (variables 7, 8,
1 and 4).	 This factor, therefore, can be identified as an
"Instrumental Motivation Factor".
The pattern of loadings on this factor suggests that students
who are highly motivated towards learning English (variable 7) also
express a stronger desire to learn the language (variable 8). They
also seem to have more favourable attitudes towards learning English
(variable 1) and are also instrumentally oriented towards learning
the language (variable 4). English Teacher - Evaluation (variable
10), English Teacher - Competence (variable 12) and English course -
Evaluation (variable 14) also had substantial loadings on this
factor suggesting the fact that students having favourable
orientation towards learning English also evaluate their English
teachers positively, consider them to be competent and also evaluate
their English course positively. Loadings of structure and
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vocabulary tests (Variables 20 and 21) on this factor suggest that
students who have more positive attitudes towards learning English,
express a stronger desire and motivation to learn the language, are
relatively more instrumentally oriented towards English language
study, evaluate their language teachers and course positively and
consider their teachers to be competent achieve considerably higher
scores on structure and vocabulary tests than those with a less
favourable orientation.
The variables receiving appreciable loadings on Factor 4
include:
Variable 28
	
Parental Encouragement	 .68
Variable 26
	
Parental Integrative Orientation 	 .67
Variable 24
	
Parental Attitudes Towards
Learning English	 .65
Variable 25	 Parental Interest in Foreign Languages .65
Variable 30	 Parental Desire to Learn English 	 .63
Variable 29	 Parental Motivational Intensity to
Learn English
	
.56
Variable 27	 Parental Instrumental Orientation 	 .40
All the measures having substantial loadings on this factor are
related to parental attitudes/motivation, which is therefore
designated "Parents". The structure of loadings on this factor
suggests that parents who felt that they were strongly encouraging
their children to learn English (Variable 28) were integratively
oriented towards learning English (Variable 26) and were also
considerably interested in Learning foreign languages (Variable 25).
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They had also more favourable attitudes towards learning English
(Variable 24) and also showed a greater desire and stronger
motivation towards learning the language (Variables 30 and 29).
They also seemed to be aware of the instrumental value of learning
English (Variable 27). This factor accounts for 5.9% of the common
variance.
Factor 5, which accounts for 3.5% of the common variance,
receives loadings greater than ±.20 from the following measures:
Variable 3	 Integrative Orientation	 .79
Variable 2	 Interest in Foreign Languages	 .52
Variable 6	 Perceived Parental Encouragement 	 .50
Variable 27	 Parental Instrumental Orientation	 -.24
Variable 9	 Orientation Index	 .22
The pattern of loading suggests that this factor is best
defined as the "Integrative Motivation Factor". The structure of
loadings on this factor suggests that the students in this study who
show a relatively higher degree of integrativeness towards English
language study (Variable 3) also show a greater interest in foreign
languages (Variable 2).
	 Furthermore, they perceive that their
parents encourage them most to learn English (Variable 6). Negative
loadings of parental instrumental orientation (Variable 27) on this
factor indicate that in this study students who show a greater
degree of integrativeness towards learning English, demonstrate
greater interest in foreign languages and perceive strong parental
encouragement had parents who were less instrumentally oriented
towards English language study (Variable 27). The positive loadings
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of orientation index (Variable 9) suggest that the pattern observed
in Factor 5 seems to be more characteristic of those students who
endorsed the integrative reasons for learning English.
Factor 6 accounts for 2.4% of the common variance. The factor
receives substantial loadings from four variables thus:
Variable 14	 English Course - Evaluation 	 .79
Variable 17	 English Course - Interest	 .58
Variable 15	 English Course - Difficulty 	 .45
Variable 16	 English Course - Utility 	 .33
All the measures receiving appreciable loadings on this factor
are measures concerned with students' evaluative reactions towards
the English language course and is therefore labelled "Attitudes
towards English Course".
The structure of loadings on this factor suggests that the
students in this study who evaluate the course positively (Variable
14) also find the course interesting (Variable 17).
	 They also
consider the course to be easy (Variable 15) and find it to be
useful (Variable 16).
Factor 7, which accounts for 2% of the common variance receives
substantial loadings from the following variables:
Variable 5	 English Class - Anxiety	 -.73
Variable 21	 Vocabulary Test	 .29
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Variable 20	 Structure Test	 .26
Variable 23	 Teacher Awarded Marks	 .25
The variable with the highest loadings on this factor concern
English class anxiety, and it is therefore designated the "Anxiety
Factor". The pattern of loadings on this factor suggests that
students experiencing relatively less anxiety (Variable 5) while
participating in the English class achieved comparatively higher
scores on the vocabulary test (Variable 21). They also achieved
comparatively higher scores on the structure test (Variable 20) and
were also awarded relatively higher marks by their English language
teachers (Variable 23).
Factor 8 accounts for only 1.6% of the common variance and
receives appreciable loadings from the following two variables:
Variable 18	 Sex	 .58
Variable 31	 Parental Orientation Index	 -.35
Variable 18, Sex, provides the major defining element of Factor
8, suggesting that this factor reflects sex differences. The
structure of loadings on the factor suggests that for girls in this
study, the majority of the parents tend to endorse reasons which
stress the utilitarian value of English language study (Variable
31).
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5.12 Additional Finding 
From their responses to the open questionnaire in Section 5.10
it was revealed that some students in this investigation seemed to
be more aware of the wider functions of the English language thdn
others.	 This inspired us to investigate if there were any
differences in attitudes/motivation and in achievement between those
who were relatively more aware of the wider functions of English and
those who were relatively less aware of its wider functions. To
ascertain whether or not there were significant differences between
the two groups, a Students' t-test procedure was performed. Table
5.13 presents the results of the t-test procedure.
The results of the test of significance presented in Table 5.13
show that the two groups differ significantly in mean attitudinal
and motivational scores. However, the differences between the two
groups on measures of interest in foreign languages and instrumental
orientation were not significant. The results show that in this
study those students who were more aware of the wider functions of
English had more favourable attitudes towards learning English and
were also integratively oriented towards learning the language.
They also expressed stronger motivation and greater desire to learn
English and also achieved relatively higher scores on all the
measures of achievement used in the study.
The differences between the two groups on measures of attitudes
toward learning English and integrative orientation were significant
at p <.01, t value being 3.26 and 3.15 respectively. 	 And the
differences on measures of motivational intensity and desire to
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Table 5.13 Students' t-test for comparison of students who are more aware of the wider 
functions of English with those who are comparatively less aware of the wider functions 
of English with respect to their attitudes/motivation and achievement 
Variables Group a
Number
of
Cases
Mean
Standard
Dev-
iation
Standard
Error
Degrees
of
freedom
T
Value
Group 1 152 59.9671 8.840 0.717
Attitudes Toward 238 3.26*
Learning English
Group 2 88 56.0455 9.190 0.980
Group 1 152 49.0921 5.441 0.441
Interest in Foreign 238 2.35
Language
Group 2 88 47.2045 6.850 0.730
Group 1 152 25.7105 2.849 0.231
Integrative 238 3.15*
Orientation
Group 2 88 24.1705 4.725 0.504
Group 1 152 23.1184 4.116 0.334
Instrumental 238 2.04
Orientation
Group 2 88 21.9205 4.800 0.512
Group 1 152 25.1316 3.919 0.318
Motivational 238 4.58**
Intensity
Group 2 88 22.4432 5.083 0.542
Group 1 152 24.7961 3.537 0.287
Desire to Learn 238 4.60**
English
Group 2 88 22.5227 3.942 0.420
Group 1 152 80.7368 16.310 1.323
Structure Test 238 4.40**
Group 2 88 71.2273 15.847 1.689
Group 1 152 56.7763 21.960 1.781
Vocabulary Test 218 4.32**
Group 2 88 44.3750 20.480 2.183
Group 1 152 84.3421 20.187 1.637
Reading Comprehension 238 3.89**
Test
Group 2 88 73.0682 23.942 2.552
Group 1 152 48.0921 16.153 1.310
Teacher Awarded Marks 238 4.28**
Group 2 88 39.2045 14.261 1.520
a. Group 1 (Those who are more aware of the wider functions of English)
Group 2 (Those who are less aware of the wider functions of English)
Level of Significance *p < .01
**p < .001
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learn English were significant at p <.001, t value being 4.58 and
4.60 respectively. Similar were the differences on measures of
structure, vocabulary and reading comprehension and teacher awarded
marks, all being significant at p <.001 level (t = 4.40, 4.32, 3.89
and 4.28 respectively).
The next chapter will present the summary, conclusions, and
recommendations based upon the review of the related literature and
the data collected and analyzed for the current study.
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Chapter Six
Summary of Research Methods and Findings 
In the preceding chapters of this thesis we have included a
statement of the problem, a discussion on the role of attitudes and
motivation in second/foreign language learning, a review of the
previous research, an account of the research procedures employed,
and an analysis of the data collected. This chapter presents the
summary, conclusions, and recommendations based upon the review of
the related literature and the data collected and analyzed for the
present research. It will be divided into four sections. In the
first section a brief summary of the purpose, methodology and the
results will be presented. In the second, the conclusions that can
be drawn from the results of the study will be presented. In the
third implications for English language teachers will be discussed,
while recommendations for future research in the area of
second/foreign language learning will be offered in the final
section.
6.1 Summary 
The major objective of this study has been to ascertain the
relationship between Bangladeshi high school students' motivational
orientation and their attainment in English. The study has also
examined the possible effect of gender and academic major and the
influence of parents and teachers on students' attitudes and
motivation to learn English. Another purpose of the study has been
to determine whether these students considered learning English
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important and why. The last objective has been to relate the
findings of this study to English language teaching programmes in
high schools in Bangladesh.
The study was conducted with 240 tenth grade students selected
randomly from eight high schools (four for boys and four for girls)
in Dhaka City, Bangladesh. Thirty students were selected from each
school, half of them representing the humanities group and half of
them the science group.	 Besides the data collected from the
students, data were also collected from their parents with a view to
examining the possible association between parents' and children's
language attitudes.	 In addition, data were collected from 30
English language teachers from the high schools studied in order to
investigate the possible relationship between students' 	 and
teachers' language attitudes. Thus the final sample of informants
participating in the present study consisted of 240 students, 240
parents and 30 English language teachers.
Measurement of the students' attitudes towards English and
their motivation to learn it was determined by a modified version of
the Attitude/Motivation Test Battery developed by Gardner (1985b).1
Their achievement in English was measured through the following
tests: Structure, Vocabulary, Reading Comprehension and Teacher
Awarded Grades. Parental attitudes towards English language were
determined by a revised version of the Attitude/Motivation Test
Battery originally developed by Colletta (1982). 2	Teachers'
language attitudes were ascertained by an Attitude Inventory devised
specifically for the present study. Tests and questionnaires were
administered in regular classrooms during normal class time. All
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tests were administered jointly by the researcher and an assistant
trained by the researcher. Parental questionnaires were sent home
with the students.	 The parents were requested to return the
completed questionnaire, via their children, to the head of their
child's school, from where they were collected by the researcher.
Teacher questionnaires were given to the heads of the schools
investigated for distribution among the English language teachers
and	 subsequently	 the	 researcher	 collected	 the	 completed
questionnaires from the school authorities.
The data resulting from those measures were then analyzed using
the	 following	 statistics:	 descriptive	 statistics,	 Pearson
product-moment correlations, frequency distribution, Students'
t-test and factor analysis. Descriptive statistics were collected
to determine the consistency of the data. Frequency distribution
was used to test hypothesis la:
The reasons for learning English as a foreign
language would be instrumental.
as it was to be tested on the basis of the responses to a
dichotomous variable.
	 Correlation coefficients, using Pearson
correlation were determined to obtain the correlation among all
variables with a view to testing the following hypotheses:
Hypothesis lb. The more instrumentally (as
opposed to integratively) oriented a student is
while studying English, the greater his/her
achievement in English.
Hypothesis 2. The association between different
measures of attitude and motivation and
achievement would be significant and positive.
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Hypothesis 3. The more positive the attitudes
of a student towards the learning situation, the
greater his/her achievement in English.
Hypothesis 6. There would be a significant and
positive relationship between the attitudes and
motivation of the parents towards the language
and the attitudes and motivation of the students
towards learning the language.
Hypothesis 7. Since there is no exposure to the
target language outside the classroom and the
teacher is the prime user of the language, there
would be a significant and positive association
between the attitudes of teachers towards
English language and the students' attitudes and
motivation towards learning the language.
Since the hypotheses under investigation were directional the
analysis was done using a one-tailed test.
In order to investigate the possible differences on the basis
of the students' gender and academic major, a series of tests of
significance were performed following the Students' t-test procedure
to compare the means of the groups in question. All these analyses
were done using a two-tailed test since the hypotheses:
Hypothesis 4. There would be significant
differences in attitudes and motivation towards
learning English and in achievement in the
subject between boys and girls.
Hypothesis 5.	 There would be significant
differences	 in	 attitudes	 and	 motivation
concerning the learning of English between
students with different academic majors.
under investigation were non-directional. The level of significance
for the statistical tests in the study was set at p <.01.
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The results of the analysis were then used to reject or accept
the following null hypothesis developed to guide the current study:
Hypothesis la.
	 The reasons for learning English as a foreign
language would be instrumental
Based on the results of frequency distribution of responses to
the concerned variable presented in Table 5.1 in Chapter V, this
hypothesis was accepted. The results show that the majority of the
students (63.3%) thought that they were learning English because of
its utilitarian value while a minority (36.7%) believed they were
learning English for integrative reasons. The majority of the
larger group (the 63.3%) thought that they studied the language
because it would help them in their future careers, and because it
would be a useful tool in acquiring further information in their
future higher study and research. They de-emphasized interest in
the culture of any English-speaking people or any another foreign
culture, a fact which indicates a lack of integrative orientation
among the group of students.
Hypothesis lb. The more instrumentally (as opposed to
integratively) oriented a student is while studying English, the
greater his/her achievement in English.
Based on the correlation coefficients reported in Table 5.2 in
Chapter V, this hypothesis was largely confirmed. Analysis of the
data revealed a significant and positive association between the
student's instrumental orientation and their attainment in structure
and vocabulary tests. Although the relationships between
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instrumental orientation and achievement in reading comprehension
test and teacher awarded marks are not significant, they were modest
and positive.	 The findings suggest that students with an
instrumental orientation towards English language study have a
relatively higher level of attainment in English than those with an
integrative orientation.
Hypothesis 2. The association between different measures of
attitude and motivation and achievement would be significant and
positive.
Based on the findings presented in Table 5.3 in the preceding
chapter, the hypothesis was largely although not entirely accepted.
Pearson	 product-moment
	 correlations	 run	 on	 the	 relevant
attitude/motivation inventories (Attitudes towards Learning English,
Interest in Foreign Languages, Motivational Intensity and Desire to
Learn English) with various measures of achievement in English
(Structure, Vocabulary, Reading Comprehension and Teacher Awarded
Marks) yielded a significant and positive correlation between
attitudes towards learning English and all the measures of
achievement except the reading comprehension test. However, the
association between attitudes tohards learning English and the
reading comprehension test was modest and positive. 	 The
correlational analysis showed a significant and positive association
between motivational intensity and all the measures of attainment.
Further, the correlational analysis yielded a significant and
positive correlation between desire to learn English and structure
and vocabulary test results and teacher awaraed marks and a modest
positive association between desire to learn English and the reading
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comprehension test results.	 However, the correlation analysis
yielded a negative correlation between interest in foreign languages
and the different criterion measures. The findings add further
support to the view that students' attitudes towards learning
English, motivational intensity and desire to learn English are
positively related to their eventual level of achievement.
Hypothesis 3. The more positive the attitudes of a student
towards the learning situation, the greater his/her achievement in
English.
On the basis of the results of a Pearson's product-moment
correlation run on the relevant predictor variables and various
criterion measures, the hypothesis was largely accepted. 	 An
analysis of the data presented in Table 5.4 in Chapter V suggests
that attitudes towards the English Teacher (Evaluation, Rapport,
Competence and Inspiration) related significantly and positively
with structure and vocabulary test results and teacher awarded
marks. English teacher evaluation and English teacher inspiration
correlated significantly and positively with reading comprehension
test results.	 However, the correlational analysis yielded a
non-significant positive association between English teacher rapport
and English teacher competence on the one hand and reading
comprehension test results on the other. The results also showed a
significant and positive association between English course
evaluation, English course utility and English course interest on
the one hand and the various measures of achievement on the other.
The results, however, demonstrated a significant and positive
correlation between English course difficulty and vocabulary test
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results and a modest positive association between English course
difficulty on the one hand and structure test results and teacher
awarded marks on the other.
	 The relationship between English
course difficulty and reading comprehension is very low although it
is positive. The results also showed a significant negative
correlation between English class anxiety and all the measures of
achievement, suggesting that students expressing a greater amount of
anxiety while participating in English class achieved less and vice
versa.
Hypothesis 4. There would be significant differences in
attitudes and motivation towards learning English and achievement in
the subject between boys and girls.
Based on the findings presented in Tables 5.5 and 5.6 in
Chapter V. the above hypothesis was rejected. The results of a
series of tests of significance between two populations, i.e., boys
and girls, revealed no significant differences as far as the mean
attitudinal/motivational	 scores and achievement scores were
concerned.
Hypothesis 5. There would be significant differences in
attitudes and motivation concerning the learning of English between
students with different academic majors.
Based on the findings presented in Table 5.7 in Chapter V the
hypothesis was refuted. The results of the test of significance
show that the two groups (science and humanities) did not differ
significantly in mean attitudinal and motivational scores.
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Hypothesis 6.	 There would be a significant and positive
relationship between the attitudes and motivation of the parents
towards the language and the attitudes and motivation of the
students towards learning the language.
Based on the findings presented in Table 5.8 in Chapter V, the
hypothesis was accepted.	 The correlation coefficients computed
among the variables concerned revealed a statistically significant
and positive relationship between (a) parental attitudes toward
learning English and students' attitudes towards learning the
English language, (b) parents' interest in foreign languages and
students' interest in foreign languages, (c) parents' integrative
orientation and students' integrative orientation, (d) parents'
instrumental orientation and students' instrumental orientation, and
(e) parents' desire to learn English and students' desire to learn
English.	 Although	 the	 associations	 between	 (a)	 parental
encouragement and students' perceived parental encouragement, (b)
parents'	 motivational	 intensity	 and	 students'	 motivational
intensity, and (c) parents' orientation index and students'
orientation index were not significant, they were modest and
positive.
Hypothesis 7.	 Since there is no exposure to the target
language outside the classroom and since the teacher is the prime
user of the language, there would be a significant and positive
relationship between the attitudes of teachers towards the language
and the students' attitudes and motivation towards learning the
language.
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Based on the results of a Pearson product-moment correlation
run on the relevant predictor variables (Teachers' attitudes towards
learning English, Teachers' attitudes towards English as a subject
in the school curriculum, Teachers' interest in foreign languages,
Teachers'
	
integrative	 orientation,	 Teachers'	 instrumental
orientation), and concerned criterion measures (Students' attitudes
towards learning English, students' attitudes towards English as a
subject in the school curriculum course utility, Students' interest
in foreign languages, Students' integrative orientation, Students'
instrumental orientation), the hypothesis was partially sustained.
The results as presented in Table 5.9 in Chapter V yielded modest
positive correlations between (a) teachers' attitudes towaras
learning English and students' attitudes towards learning English,
(b) teachers' attitudes towards English as a subject in the school
curriculum and English course utility as perceived by students, (c)
teachers' interest in foreign languages and students' interest in
foreign languages, (d) teachers'	 integrative orientation and
students' integrative orientation and (e) teachers' instrumental
orientation and students' instrumental orientation.
In addition to the testing of the hypotheses discussed above,
factor analysis was performed to summarize the correlational
patterns observed in the study. Factor analysis is useful for these
kinds of studies because of the multiplicity of variables and number
of subjects. The aim of using factor analysis in this study was to
obtain, from a large number of variables, a small number of factors
accounting for attainment in English. In this study eight factors
emerged. Factor 1 which has been designated "Attitudes towards the
Learning Situation" accounts for 21.8% of the common variance;
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variance; Factor 2, labelled as "Achievement Factor" which accounts
for 9.7%;	 Factor 3, identified as an "Instrumental Motivation"
which accounts for 7.9%; Factor 4 which has been named "Parents"
and accounts for 5.9%;	 Factor 5, defined as the "Integrative
Motivation" factor which accounts for 3.5%; Factor 6, which may be
considered "Attitudes towards English Course" and accounts for 2.4%;
Factor 7 designated the "Anxiety Factor" which accounts for 2%; and
Factor 8 which has been identified as the "Sex Factor" and accounts
for 1.6%.
In order to ascertain whether the students considered learning
English important or not, they were asked to respond to the
following open question which was on the student questionnaire (see
Appendix - A, Part IV).
"One of your friends believes that since Bengali is our mother
tongue, there is no need for us to learn English. What would you
say to him?"
In general, the students indicated that the learning of English
in Bangladesh was important because it would help them in their
future career (both academic and professional). The vast majority
of the students (77%) emphasized the pragmatic value of learning the
English language.	 Identification with the native speakers of
English or with any other foreigner was not their aim of learning
English. They consider English to be an international language
rather than a language inseparably connected to a specific nation or
community of speakers.
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The results of the study presented in Table 5.13 in Chapter V
also showed that students expressing a greater awareness of the
wider functions of English had more favourable orientation towards
learning the language. They also achieved relatively higher scores
on all the measures of achievement.
6.2 Conclusions 
In the light of the findings presented in Chapter V and
summarized above, a number of conclusions can be drawn. However,
several constraints on the scope of these conclusions have to be
recorded.
Firstly, the study is exploratory in nature and represents a
preliminary step to a hoped for research effort aimed at improving
English language teaching in Bangladesh.	 This study has, thus,
revealed factors that appear to affect the learning of English in
Bangladesh.
Secondly, the fact that the sample was drawn from tenth grade
high school students limits the extent to which the conclusions can
be generalized.
	 Although the results of this study can be
generalized to other comparable samples at the high school level,
the question still remains whether these results would be found if a
sample at other levels (earlier or later) were to be investigated.
Furthermore, the sample was drawn from the urban population of the
city of Dhaka.
	
Thus, the conclusions may not apply to rural
populations.
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With all the above reservations in mind, the conclusions that
follow can legitimately be reached.
Students in this study appeared to be more instrumentally
oriented towards learning the English language. That is to say,
they wish to learn English for the purpose of being able to use it
in order to make a better living for themselves. In general, the
students indicated that the learning of English in Bangladesh was
important because it would help them in their higher education as
well as in their future employment. 	 They are aware of the
importance of learning English and are concerned with their future
and what it may hold for them if they do not know English. They do
not seem to be integratively oriented towards learning English,
either for the purpose of knowing more about the culture and the
people who speak English as their native language (or any other
foreign peoples in general) or because they seem interested in
becoming a part of the English language culture (or any other
foreign culture for that matter). Integration with any native
English speaking group or any other foreign group is not desired,
rather they wish to learn English in order to use it rather than be
identified with any native English speakers or other foreigners.
From their responses to the open question (see Appendix : A,
Student Questionnaire, Part IV) as to the importance of learning
English in Bangladesh, it was evident that like the subjects in
Shaw's (1981) 3 study, the students in the present study were also
projecting a view that English does not always have to be considered
in reference to the native-speaking countries. It was also clear
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from their responses cited in Section 5.10 in Chapter V that they
see English as an international language not inseparably connected
to any particular countries.
As to the relative importance of the two types of orientation,
the findings of the present research indicate that an instrumental
orientation is a better predictor of achievement than an integrative
orientation.
	 The significant positive correlations between the
instrumental orientation and structure and vocabulary test results
and the modest positive associations between the instrumental
orientation and reading comprehension test results and teacher
warded marks suggest that the instrumentally oriented students
scored significantly higher in the English Achievement tests than
the integratively oriented group.	 This indicates that English
attainment arises from a desire to use English not as a means of
entry into a reference group, but as a tool with which to acquire
the knowledge necessary for further education or career enhancement.
An obvious conclusion that should be drawn from the results of the
present study and those of the studies reviewed in Chapter III is
that whatever the dominant orientation (e.g. integrative in Canadian
studies,	 instrumental	 in Asian studies) learners with that
orientation will be more successful. The important point is that
learners must have a favourable orientation, be it instrumental or
integrative, towards learning a second/foreign language in order to
be successful in learning the language.
Although the present finding extends and lends empirical
support to the conclusion reached by earlier researchers (e.g.
Gardner and Santos, 19704 ; Gardner and Lambert, 1972, 5 the
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Philippine study; Lukmani, 1972 6 ; Aguirre-Carrasco, 1973 7 ; Cooper
and Fishman, 19778 ; Oiler, Baca and Vigil, 1977 9 ; Koosha, 1978 10 ;
Mulla, 1979 11 ; Pierson, Fu and Lee, 1980 12 ; Jayatilaka, 198213;
England, 1984 14 ), it challenges Gardner and Lamberts thesis that
integrative	 orientation
	 is	 a more	 powerful	 incentive	 to
second/foreign language learning than instrumental orientation and
is thus in disagreement with the Canadian studies of Gardner,
Lambert and their associates (e.g. Gardner and Lambert, 1959 15 ;
Gardner, 1960 16 ; 196617 ; Feenstra, 1967 18 ; Feenstra and Gardner,
196819 ;	 Clement, Major, Gardner and Smythe, 1977 20 ;	 Clement,
Gardner and Smythe, 1977a 21 ; Gardner, Smythe and Clement, 197922;
Clement, Gardner and Smythe, 1980
23 ).
The differences in the findings of the present study and those
of the Canadian Studies mentioned above are due perhaps to the
widely different social conditions in which attainment in English
and the nature of students' motivation have been studied.
	 As
Gardner notes when comparing Canadian and Asian/U.S. studies:
There are a vast number of sociocultural
differences between these two classes of
studies, and these factors could drastically
influence the nature of the role played by
affective variables in second language
acquisition (Gardner, 1980, p. 265).24
Subjects in the present study are learning the target language in a
monolingual and monocultural context; in contrast Canada is bilingual
and bicultural.
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Thus the results of the current study and others reviewed in
Chapter III including the Canadian ones
provide	 evidence	 that	 the	 pattern	 of
relationship between orientations and
achievement in a second language might vary as a
function of the context in which the learning
takes place (Clement and Kruidenier, 1983,
p. 276).25
Either orientation may provide the necessary impetus for language
study, but the situation in which students find themselves will
greatly influence their type of orientation. "The context of the
learning environment must be taken into account : the socio-cultural
surroundings make a difference" (England, 1984, p.24) 26 .	 So the
hypothesis propounded by Gardner and Lambert that integrative
orientation	 leads	 to	 higher achievement	 than	 instrumental
orientation cannot be made for all situations in which a
second/foreign language is being learned.
As	 regards	 the	 association	 of different	 attitudinal/
motivational measures with achievement, the results of the current
study demonstrated that there were only modest positive correlations
between attitudes towards learning English and the reading
comprehension test results, as well as between the latter and the
desire to learn English. These two results are felt to reflect the
relative lack of weighting given to reading comprehension in the EFL
classrooms of Bangladesh, in comparison to other skills. 	 This
suggests that the association between those measures of achievement
which are greatly emphasized in classroom teaching and
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attitudinal/motivational measures will be more pronounced than the
relationship of attitude/motivation measures with those aspects of
achievement which are relatively less emphasized in classroom
teaching.
There were, however, significant and positive relationships
with attitudes towards learning English, motivational intensity and
desire to learn English on the one hand and structure and vocabulary
test results, as well as teacher awarded marks on the other. These
positive associations suggest that achievement in English is
faciliated by motivation to learn the language.	 However, the
results showed a non-significant negative correlation between
interest in foreign languages and the different criterion measures.
These latter findings match claims by Gardner (1985a) 27 that
attitudes towards learning a specific language generally obtain
higher relationships with achievement than generalized measures of
interest in foreign languages.
So the obvious conclusion is that while measures related
specifically to the target language in question may be a significant
predictor of achievement in the language, the more generalized
measures may not always be significantly related to attainment. The
finding that measures of motivation (attitudes towards learning
English, motivational intensity, desire to learn) are related
positively to achievement is consistent with the available
experimental evidence (e.g. Jordan, 1941 28 ; Larsen et al., 194229 ;
Jones, 1949 30 ;	 195031 ;	 Gardner and Lambert, 1959 32 ;	 Gardner,
1960
33
; 196634 ; Feenstra, 1967
35
; Feenstra and Gardner, 196836 ;
Gardner and Lambert, 1972 37 ; Sharp et al, 197338 ; Burstal, 197539;
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Clement, Gardner and Smythe, 198040 ; Pierson, Fu and Lee, 198041;
Gardner, Lalonde, and Moorcorft, 1985 42 ; Dickson et al., 198743)
and lends further support to the theory that language learners who
have more favourable attitudes towards learning an additional
language and who have strong motivation, interest and desire to
learn that language are usually more successful than those who lack
these attributes.
The present findings also extend and lend empirical support to
conclusions reached by earlier researchers that achievement in
learning a second language is related to students' attitudes towards
the learning situation (e.g. Burstall, 1970 44 ; Gardner, 1979 45 ;
Gordon, 1980 46 ; Naiman et al. 1978 47 ). The results of the current
study demonstrated positive association of attitudes toward the
learning situation with performance on all the measures of
achievement. The attitudes towards the learning situation factor
consisted of variables relating specifically to students' reactions
towards the English course (Evaluative, Difficulty, Utility,
Interest) and the English Language teacher (Evaluative, Competence,
Rapport, Inspiration) as well as English classroom anxiety.
The results of the present study demonstrated a significant and
negative association between English classroom anxiety and all the
neasures of achievement, indicating that a level of anxiety
experienced in the classroom situation affects learning negatively.
The results showed a significant and positive relationship
between the measures of English teacher evaluation and English
teacher inspiration on the one hand and all the measures of
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achievement on the other. The relationships between (a) English
teacher rapport and structure and vocabulary test results and
teacher awarded marks and (b) English teacher competence and
structure and vocabulary test results and teacher awarded marks were
also significant and positive. However, the association of these
two predictor measures (English teacher rapport and English teacher
competence) with reading comprehension test results is very low
though positive. As mentioned before, the relationship of this
criterion measure (reading comprehension) with all the predictor
measures used in this study has been relatively lower. As mentioned
earlier the only plausible explanation of this weak relationship is
that reading is relatively less emphasized in language teaching and
that consequently the students in this study were perhaps less
motivated to achieve in this aspect of language learning resulting
sometimes in non-significant correlations between affective factors
and reading comprehension.
The	 current	 results	 demonstrated	 significant	 positive
associations between English course evaluation, English course
utility and English course interest on the one hand and all the
measures of achievement on the other. The results, however, showed
a significant positive association between English course difficulty
and vocabulary test results and modest positive correlations between
this predictor measure (English course difficulty) and the structure
test results and teacher awarded marks, and a very weak, but
positive correlation between English course difficulty and reading
comprehension. The relatively low positive correlation of English
course difficulty with all the measures of achievement suggests that
the students' perception of the difficulty of the English course
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does not significantly affect their performance in the language. In
general, the results of the present study indicate that the
students' personal experience in the language learning situation
tends to affect their achievement in the target language.
The present study also corroborates the findings of the earlier
research that anxiety has a significant impact on student
achievement in the second language classroom (e.g. Clement, Major,
Gardner and Smythe, 197748; Gardner, Smythe, Clement and Gliksman,
1976
49
;	 Clement, Gardner and Smythe, 1977a
50
; Gardner, 1979
51
;
Abboushi, 1983 52 ; Trylong, 198753 ).
In focusing on the effect of gender on attitudes/motivation and
achievement in learning a second/foreign language the present
results do not show sex as a variable significantly affecting
attitudes/motivation and attainment. These results parallel those
of Hansen (1981) 54 , Trieste (1985) 55
 and Naiman et al. (1978) 56 , but
contradict the earlier findings of Bartley (1970) 57 , Burstall
(1975) 58 and Jones (194959 ; 195050 ).	 The sex differentation
demonstrated in these latter studies may be attributed to the
cultural beliefs of a western society.
It is critical that researchers continue investigating the
viability of these possible interpretations, but in the meantime the
research to date (including the current study) provides evidence
that the pattern of relationships between sex, attitudes/motivation
and achievement in a second/foreign language might vary as a
function of the cultural beliefs of the community in which the
language learning takes place and the prestige of the language being
learned both locally and internationally.
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As to the effect of academic major on attitudes and motivation,
the results of the present study show no significant differences in
attitudes and motivation between science and humanities students.
The results of the factor analysis presented in Section 5.11 of the
preceding chapter, however, show that science students achieved
relatively higher scores on all the measures of achievement. They
also considered the course to be more useful than their humanities
peers. The finding that science students achieved higher scores in
all measures of attainment may be attributed to the fact that
science draws a more selective study body through its inherently
high academic requirements. 	 The link between such intelligence
factors and student success in EFL has been established by Carroll
(1961) 61 and Jakobovits (1970). 62 As this is a new finding, further
study in a similar context is needed to substantiate the validity of
the current finding.
Concerning parental influence on student attitudes and
motivation, the findings of the present investigation suggest that a
high school student's attitudinal/motivational orientation as
measured in this study is related to that of the parent. The
results indicate that children will demonstrate the same orientation
as their parents. Parental attitudes were consistently found to be
reflected in the child.	 If parents were accepting of foreign
language, the child would evidence the same attitude.
The present findings also provide additional support for
conclusions reached by earlier researchers that parents do have an
influence on children's attitudes and motivation and, to the extent
that these are related to second/foreign language learning, the
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parents thus play a role in the development of proficiency in the
.
second/foreign language (e.g. Carroll, 196763 ,	 Feenstra, 196764 ;
1969
65
; Gardner, 1960
66
; Gardner, 1968a
67
; Gardner and Lambert,
197268; Gardner and Santos, 197069 ; Stern, 1967 70 ).
With regard to the effects of teachers' language attitudes on
students' attitudes and motivation, no firm conclusions can be drawn
from the results of the present study since none of the associations
were significant.	 However, the results demonstrated a modest
positive correlation between teachers' and students' language
attitudes, suggesting that there exists a positive relationship
between the attitude structure of these two sets of individuals, and
that to the extent that these attitudes are related to students'
performance in a second/foreign language, teachers also play a
substantial role in the development of proficiency in the
second/foreign language.
	
No comparisons can be made as to the
validity of the present finding since no other previous ESL/EFL
study has investigated the interrelationships of teachers' and
students' language attitudes.	 However, in an investigation of
attitudes towards English and Spanish as languages of instruction in
a Bilingual Education Program in San Antonia, Texas, Walschak
(1984) 71 also found a modest but positive association between
teachers' and students' language attitudes. Further research in a
context similar to the present one is warranted to substantiate the
validity of this new important finding.
An additional finding of the current study presented in Section
5.12 in Chapter V showed that those students who were more aware of
the much wider functions of English expressed more favourable
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attitudes towards learning English. They also showed a greater
desire and stronger motivation to learn the language and achieved
relatively higher scores on all measures of attainment. This
suggests that the degree of informedness of the wider functions of a
language on the part of the learners would significantly affect
their attitudes/motivation to learn the language and their eventual
performance in it.	 Since this is a new finding, further
investigation is needed to substantiate it.
As for the relative contributions of the variables investigated
to the common variance, the results of the factor analysis presented
in Section 5.11 in Chapter V suggest that attitudes towards the
learning situation (Factor 1) accounts for 21.8% of the common
variance; achievement factor (Factor 2) for 9.7%; instrumental
motivation (Factor 3) for 7.9%; parents (Factor 4) for 5.9%;
integrative motivation (Factor 5) for 3.5; attitudes towards English
course (Factor 6) for 2.4%; English class anxiety (Factor 7) for 2%;
and sex (Factor 8) for 1.6%.
6.3 Implications of this study and its results
This section discusses some implications for improving English
language instruction in Bangladesh based on the principal results of
this study. It has been divided into two sub-sections. The first
sub-section pertains to implications for educational planners and
English language teachers while the second relates to implications
for those with responsibilities in the field of public education.
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6.3.1	 Implications for Educational Planners and English Language
Teachers 
The results of the present study demonstrate that the students
investigated are generally instrumentally oriented towards learning
English. They wish to learn English for the purpose of career
enhancement, both academic and professional. Identification with
native English speakers or other non-native English speakers is not
desired. They project a view that English does not always have to
be considered with reference to the countries of its origin. They
consider English an international language not inseparably connected
to any particular country.
Apparently they believe that English has attained a position in
the world that is much more solid than the base upon which it was
built. English is moving away from the status of a national and
colonial language to that of a true world language. There may
already be more non-native speakers of English than native speakers.
At this point in world history, English is the predominant language
of global communication. In addition to over 300 million native
speakers there are millions more who speak it as a second or foreign
language.	 It is used as a library language, as a medium of
communication in science, technology and international trade, and as
a contact language between nations and parts of nations. English no
longer belongs to its originators. It has become the property of
the world. It is the only language which functions as a lingua
franca between the peoples of the world, being the most widely
understood language in international forums. Unlike any other
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foreign language, English may not always be learnt with a view to
satisfying its native speakers, and should be, as far as possible,
culturally neutral.
Furthermore, the fact that English is being spoken as a native
tongue in different countries of the world, leads to the question as
to with which people and cultures of the English speaking nations,
the learners of ESL/EFL are likely to acculturate to, if they have
the intention to do so. Again, the number of peoples and nations
speaking English as natives and the growth of English as an
international language may confuse anyone who has the motive to
integrate with English speaking people because the speakers of
English as a second language are more numerous than the native
speakers of English. This would seem to suggest that the whole
aspect of integrative orientation should be re-examined: does it
indicate a desire among learners to join an indigenous group of
English	 language speakers,	 a vaguely defined	 international
community, or a group of speakers of English who are divorced from
the culture of the original 'native' speakers?
Furthermore, the reports of instrumentality, without reference
to acculturation to English native speakers, begin to reflect an
awareness on the part of learners that perhaps languages can be
learned well without reference to or the need to integrate with or
acculturate with native speakers, at least in the context of EFL
learning.	 It also suggests that the students' interests could
possibly be equally or better served without the present/an emphasis
on culture in the EFL curriculum.
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The empirical findings of the present study further indicate
that in the Bangladeshi context an instrumental orientation is more
conducive to learning English than an integrative orientation. This
implies that students of English will profit more if they can be
helped to develop an instrumental approach to the learning task.
They must see a purpose for learning the foreign language. Emphasis
must be placed upon the usefulness of the language in later life.
Another major finding of the study is that learners who have
more favourable attitudes towards learning English and who have
strong motivation, interest and desire to learn the language are
usually more successful in learning the language than those with
less favourable attitudes. Therefore, English language educators
should be sensitive to individual differences in attitudinal/
motivational influences, and be conscious of the types of
attitude/motivation which activate the learner. The results of the
current study suggest that teachers should work on student
motivation by capitalizing on and developing favourable social
attitudes towards a number of social objects connected with the
target language.	 Special attention may, however, be paid to
attitudes towards learning the target language and the language
learning situation (course and teacher). The data have indicated
that students' attitudes towards these social objects are related to
their performance in the language. This is an important point which
should be taken into consideration when planning the course
objectives and devising classroom methods.
A comprehensive picture of the students' social attitudes and
motivation to learn the target language can only be obtained from a
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report elicited from the students themselves.
	 It is therefore
suggested that any assessment of the English language programme
should include an assessment of the students' feelings and beliefs
about objects and persons connected with the target language
(including the English course and the English language teacher) and
the students' achievement.	 The findings from such periodical
assessment should give an indication of the attitudinal/motivational
effects of the programme, and the possible need for change.
The results of the present study also show a positive
association between teachers' and students' language attitudes.
This suggests that it is not enough to expect students to have
positive attitudes towards learning a foreign language. Rather,
teachers have a responsibility in such attitudinal development by
the way they present the usefulness of learning the language.
One of the most important findings of the present investigation
is that attitudes towards the learning situation are a significant
predictor of achievement. That is to say, the students' personal
experience in the language learning situation tends to affect their
achievement in the target language. Attention must be given to the
influence of these psychological factors in the English language
curriculum and in teaching methods.
Improvement of the psychological setting in the English
language classroom will contribute to an improvement in English
language learning. English language teachers should be aware of the
factors that create negative and positive feelings so that they can
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work toward eliminating the negative and capitalize on the positive
elements in the students' learning experience.
Mueller (1971) 72 listed the following factors that he felt
created negative feelings in the students involved in his study:
a. The objectives of the courses appeared
unclear or even contradictory to the
students;
b. Class time was spent on drill rather than
on actual communication in the language;
c. The course failed to demonstrate the
practical use of grammar for reading
listening comprehension, or speaking;
d. The students were forced to learn elements
of the language and skills in which they
were not interested.
e. The tests measured whether the homework had
been done rather than progress made in
communicative skills; and
f. Varying student abilities and learning
rates were not taken into consideration.
In her article on the detrimental effects of fear in the
language classroom, Moskowitz (1965) 73 related certain common
practices of teachers that create tension or fear. These include
frequent interrupting to make corrections during oral drills;
correcting a single student and making an example of him/her;
opening a gradebook to mark grades on the spot in front of the
class; and speaking the language rapidly when the students cannot
understand it.
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In referring to the negative attitudes that can be created when
students feel that they are competing against each other in the
classroom, Grittner (1974) 74 said:
Competition can be destructive and demotivating
when each individual is forced to measure his
achievement against that of the entire class.
Sometimes high achievers are even threatened by
this process, for example when a student is
labelled as the "brain" who ruined the curve by
scoring so high on the last test. At the other
extreme the slower learner is devastated by
being always at the bottom (p.19).
McCoy (1979) 75 ; identified the following anxiety-causing
factors which can create negative feelings in the student:
a. Inability to learn another language;
b. Inability to pronounce strange sounds and
words;
c. Not knowing the meaning of words and
sentences;
d. Inability to understand and answer
questions in the new language;
e. The reputation of language classes for
failure and poor grades;
f. Peer derision and criticism;
g. Not knowing or understanding the goals and
requirements of the course;
h. Previous unsuccessful language learning
attempts; and
i. Encountering different cultural values and
customs.
These and other elements can create feelings and attitudes in
the student toward the learning experience that can hinder or even
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prevent learning. To increase the student's chances of success and
make the learning experience more enjoyable, steps must be taken to
overcome these negative factors.
Several factors which evoke positive attitudes have been
identified and suggestions have been made which can help overcome
the negative elements that have been mentioned.
Mueller (1971) 76
 recommended that the objectives of studying a
foreign language be made clear to the students. These objectives
should match the interests of the students. Also, the instruction
should be improved by : a) letting students choose the materials
they want to use; b) allowing for and using greater flexibility in
classroom techniques; and c) emphasizing the student's achievement
instead of his/her mistakes.
Nunan (1988) 77 also suggest that by making explicit the content
objectives of a course and, eventually, by training learners to set
their own objectives, the following benefits can accrue:
a. Learners come to have a more realistic idea
of what can be achieved in a given course.
b. Learning comes to be seen as the gradual
accretion of achievable goals.
c. Students develop greater sensitivity to
their role as language learners and their
rather vague notions of what it is to be a
learner become much sharper.
d. Self-evaluation becomes more feasible.
e. Classroom activities can be seen to relate
to learners' real-life needs.
f. Skills development can be seen as a
gradual, rather than an all-or-nothing,
process.
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Gunderson and Johnson (1980) 78 discussed the three ways of
structuring learning goals in a foreign language class : a) placing
each student in competition with the others to see who is best; b)
having each student work alone, independent of the others; and c)
placing the students into cooperative learning groups, where they
work together as a group with each student responsible to the group
and the group responsible for ensuring that each of its members
masters the material being learned. In this last situation, class
competition can exist, but it is on a group level rather than at the
individual level.	 Gunderson and Johnson (1980) 79 and Grittner
(1974) 80 agree that of the three, the cooperative learning group is
the structure most recommended since it has been proved to be more
effective in promoting success and in fostering positive attitudes
towards the subject area, the teacher, the students as a class, and
the individual student. In a recent study, Long and Porter (1985)81
also suggest that group work provides an environment in which
learners can comprehend, it gives them opportunities for production
and it provides contexts within which meaning can be negotiated.
They further suggest that group work promotes a positive affective
climate and increases student motivation.
McCoy	
( 1979)82	
recommended	 systematic
	 desensitization,
cognitive restructuring, and modeling and guided participation as
behaviour and modification techniques to help combat the causes of
anxiety that she listed (previously cited). These techniques which
involve discussion, explanation, role playing, etc., are designed to
familiarize a student with communicative situations in a
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make-believe situation.	 So when students are placed in the
real-life situation, they do not feel the anxiety created by an
"unknown" experience.
Moskowitz (1965)83 suggested the following remedies to
alleviate the fears and tensions that she described: a) let the
students know that they are expected to make errors in oral work; b)
encourage them to speak, even if they do make mistakes; c) use
humour when correcting in class to help soften criticism; d) write
down grades for class performance at times other than during class;
e) speak in the language at a speed that the students can understand
even if it is a little slower than the normal rate of native
speakers; and f) use real genuine praise for a good performance.
Disick (1972) 84 suggests strategies that a teacher can follow
to improve positive attitudes towards the learning situation. These
include having small group activity sessions, giving make-up tests
until the students reach a certain level of mastery, not overly
criticizing mistakes made in oral expression, allowing for free
self-expression (not just drills), letting students choose their
learning activities, letting them fill out evaluative questionnaires
about the class and the course, make preparation for individual
differences	 in	 skill,	 establishing	 performance	 objectives,
establishing a positive classroom atmosphere and good rapport with
the students using praise, and being sensitive to students'
feelings.
If teachers can make use of the above-mentioned suggestions in
their classes, they will make great progress in providing the kind
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of atmosphere that promotes positive attitudes and increases the
students' potential for success in second/foreign language learning.
However, these are a representative but not necessarily exhaustive
collection of principles/practices.
Teachers must also be aware of their students' attitudes and be
sensitive to their feelings in order to enhance their learning
capacity. Mueller and Miller (1970) 85 listed the feelings students
must have about their learning experience in order for them to be
successful:
a. The value dimension, that is, the
perception of the various aspects of the
course as valuable and useful towards the
attainment of mastery in the foreign
language;
b. The easiness dimension, that is, the
perception of the course as easy rather
than difficult;
c. The pleasantness dimension, that is, the
perception of the various aspects of the
course as exciting rather than boring,
pleasant, rather than unpleasant;
d. The feeling of satisfaction with the
course;
e. The feeling of confidence that one is
succeeding and will continue to do so in
subsequent courses;
f. The prestige value attached to knowing a
foreign language, particularly insofar as
seen as necessary in an educated person;
g. The	 expectation	 the	 student	 holds
concerning the knowledge he/she is to
acquire in the course;
If the student's feelings in each of the above areas are
positive, the chances of success in learning the language and
enjoying the learning experience are greatly improved.
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Since attitude has a definite effect on learning and
achievement, it is necessary for teachers to be aware of the factors
that cause positive and negative feelings in the class. They must
take the necessary steps to overcome the negative factors, so that
the class provides a positive atmosphere in which the students have
the maximum opportunity to succeed in their language learning. In
short, English language teaching programmes for Bangladeshi high
school students should focus on maintaining a satisfying language
learning atmosphere, good language learning incentives, and
rewarding student experiences.
6.3.2
	
Implications for Public Education Authorities (Ministries, 
the Media, etc.)
As mentioned in the earlier sub-section, in the present context
an instrumental orientation is a more powerful incentive to learning
English than an integrative orientation. This suggests that students
of English would profit more if they could be helped to develop an
instrumental approach to the learning task. They must see a purpose
for learning the foreign language. Furthermore, the results show
that students who are well informed of the wider functions of
English have a relatively more favourable orientation towards
learning the language. They also achieve higher scores on all the
measures of attainment. This places a great responsibility on those
entrusted with responsibilities in the field of public education,
such as the ministries, the media etc. They should make an effort
to make the general public, schools and parents as well as the
students conscious of the usefulness of the language in their future
careers and also of the wider functions of the language. This might
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be achieved by radio, TV, newspapers, articles, exhibitions
sponsored by English speaking governments emphasizing the world role
of the language.
The results of the current study also show a significant and
positive association between parents' and students' language
attitudes.	 This	 indicates	 that	 parents	 have	 a	 greater
responsibility in such attitudinal development by way of presenting
the usefulness of learning the language.
Thus, once more we see the need for government official action
in stimulating social intermediaries, including the media, to play a
crucial role in such attitudinal development. Government educational
programmes already exist in both the television and radio networks
aimed at improving literacy provided in the mother tongue, Bengali.
Whether or not the government would approve of broadcasting policies
and programmes designed to encourage the English language is a much
wider question, which would require further independent research of
a more profound nature beyond the scope of the present study.
6.4 Recommendations for Further Research 
Based on the findings of the present study, the following
recommendations	 are	 made	 for	 further
	 research	 on	 the
attitudinal/motivational	 aspects	 of	 second/foreign	 language
learning.
The findings of the current study suggest the need to
reconsider Gardner and Lambert's hypothesis that an integrative
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orientation is a more powerful incentive to second/foreign language
learning than an instrumental orientation.	 Existing research
findings reveal that some studies share similar patterns while
others are contradictory. From the results of the present study,
one may predict that an instrumental orientation would be a better
predictor of achievement than an integrative orientation. The
results further reflect an awareness on the part of learners that
languages can perhaps be (and are being) learned well without the
need to integrate with or acculturate to native speakers, at least
in the EFL learning context. They thus cast further doubt on the
hypothesis that integrative orientation is essential for achievement
in second/foreign language learning. At least the whole aspect of
integrative orientation should be re-examined in terms of a desire
among learners to join an indigenous group of English language
speakers, a vaguely defined international community, or a group of
speakers of English who are divorced from the culture of the
original 'native' speakers?
While the results of this study can be generalized to
comparable sanples at the high school level, the question still
remains whether similar results would be found with samples at other
levels.
	 It is, therefore, recommended that a parallel study be
undertaken with samples from different grade levels to see if there
are any similarities or differences in regard to attitude,
motivation and achievement in English. It is also recommended that
the students' attitudes/motivation be estimated at the beginning and
the end of each grade level. This will further show the change in
the students' motivation and when it occurs.
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The sample for this investigation was drawn from the urban
population of Dhaka city. So it is highly recommended that this
study should be replicated in other parts of Bangladesh or in
similar monolingual settings as well as in rural settings in order
to determine the general applicability of the present findings.
This is the first EFL/ESL study in which an attempt has been
made to investigate the relationships between teachers' and
students' language attitudes.	 Findings regarding this suggest a
modest but positive association between the attitude structure of
the two sets of individuals.	 Because this is a new important
finding, further study with due refinement and expansion of the
teachers' attitude questionnaire, which has been used for the first
time in the present study, is warranted to validate it.
Furthermore, this is the first EFL/ESL study to examine the
possible association of learners' awareness of wider functions of
English with their attitudes, motivation and achievement in the
language.	 Findings regarding this indicate a significant and
positive relationship between the learners' awareness and their
attitudes, motivation and attainment. Since this is a new important
finding it is necessary to clarify the finding further in follow-up
research.
Finally, an additional	 recommendation relating more to
methodology deserves to be included here. From the researcher's
experience in the study, it has been revealed that the novelty of
the testing instruments can create a sense of difficulty in the
students and that they may take a relatively longer time to complete
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newly introduced testing instruments. Specifically, the semantic
differential scales which were used to measure students' attitudes
towards the English language teacher and the English language course
are new to the educational experience of the students and
familiarization with this form of data collection exercise is
required. This may be gained if the main data collection exercise
is preceded by unhurried sessions of practice on material unrelated
to the subject of the study.
The purpose of this chapter was to present a summary,
conclusions drawn on the basis of the findings of the study, as well
as implications and, thus recommendations for both teachers of
English, education planners, and researchers who would wish to
pursue similar investigations.
	 Although much has been learned,
there are still many questions, both theoretical and practical,
which need to be addressed so that teachers of EFL/ESL can learn
more about all aspects of second/foreign language learning.
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Student Questionnaire Location Key
Scale
	
Item Numbers	 Part
Attitudes toward Learning English 1,7,13,19,24,28,31,33,35,38 I
Interest in Foreign Languages 	 2,8,14,21,30,34,36,39	 I
Integrative Orientation
	
3,9,18,26	 I
Instrumental Orientation
	
6,12,15,22	 I
English Class Anxiety
	
4,10,17,20,25	 I
Perceived Parental Encouragement	 5,11,16,23,27,29,32,37
	
I
Motivational Intensity 	 1,3,5,7,9,11,13,15,17,19	 II-A
Desire to Learn English	 2,4,6,8,10,12,14,16,18,20	 II-A
Orientation Index
	
1	 II-B
English Teacher-Evaluation	 3,5,7,11,13,15,18,20,23,25 III-A
English Teacher-Rapport
	
4,10,14,19,24
	
III-A
English Teacher-Competence
	
2,8,12,17,22	 III-A
English Teacher-Inspiration
	
1,6,9,16,21	 III-A
English Course-Evaluation	 2,5,7,9,11,13,16,18,20,22	 III-B
English Course-Difficulty
	
4,8,15,19,24	 III-B
English Course-Utility
	
1,12,14,17,21	 III-B
English Course-Interest
	
3,6,10,23,25	 III-B
only one item eliciting information from the
students regarding the importance of English
language study in Bangladesh
	
IV
Code No:
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Student Questionnaire 
General Directions for Questionnaire
Dear Student,
You are being asked to complete this questionnaire as part of a
research project to investigate the teaching and learning of English
language in the Secondary Schools in Bangladesh. Most of the
questions are concerned with your feelings about the English
language and English language study. To the best of our knowledge,
student's feelings about second/foreign language study have never
been systematically studied so far in this country. By
participating in this research, you will be helping educators to
learn more about the teaching and learning of the English language
in our country. For the results of this survey to be meaningful it
is important that you be as accurate and as frank as possible in
your answers.
For each of the items in the questionnare, we want you to give
your immediate reactions. Don't waste time thinking about each
item. Give your immediate feeling after reading each statement. On
the other hand, please do not be careless, as it is important that
we obtain your true feelings. Remember that this questionnaire will
not be seen by any of your teachers or by any of the school
authorities. So please answer all the questions as freely and as
openly as possible.
If you have any questions while you are answering this
questionnaire, do not hesitate to ask for assistance by raising your
hand.
Thank you very much for your cooperation.
Please provide the following information before you proceed on
to answer the questionnaire:
Age:	 Sex:Boy/Girl Group:Humanities/Science
Father's Name (or Legal Guardian's Name
if father is not alive):
Father's Educational Qualification: 	
Father's Occupation: 	
Mother's Educational Qualification: 	
Mother's Occupation (if she is enployed):
	
After you have completed the infornation sheet, you may proceed
on to answer the questionnaire.
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Questionnaire : Part I 
You are about to read a number of statements with which some
people agree and others disagree. There are no right or wrong
answers since many people have different opinions. Please indicate
your opinions about each statement by circling the alternative below
it which best indicates the extent to which you disagree or agree
with that statement.
After reading the sample statement, circle the alternative
below the statement which best expresses your feeling.
E.g. Blue is my favourite colour.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
In answering this question, you should have circled one of the
above alternatives. Some people would circle "Strongly Disagree",
others would circle "Strongly Agree", and still others would circle
one of the alternatives in between. The one you have circled shows
your feelings based on everything you know and have heard. Note,
there is no right or wrong answer. All that is important is that
you express your personal feeling.
1. Learning English is really great.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
2. If I were visiting a foreign country I would like to be able to
speak the language of the people.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree
	 Agree	 Agree
3. Studying English is important to me because it will allow me to
be more at ease with people who speak English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
4. It embarrasses me to volunteer answers in our English class.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
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5. My parents try to help me with my English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	 Agree	 Agree	 Agree
6. Studying English is important for me because I'll need it for
my future career.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
7. I hate English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
8. I wish I could speak another language perfectly.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
9. Studying English is important for me because it will allow me
to meet and converse with more people and with more varied
people.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
10. I never feel quite sure of myself when I am speaking in our
English class.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
11. My parents think I should devote more time to my English
studies.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
12. Studying English is important for me because it will make me a
more knowledgeable person.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
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13. I really enjoy learning English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
14. I want to read the literature of another country in the
original language rather than in translation.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
15. Studying English is important to me because I think it will
help me to get a good job one day.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
16. My parents positively encourage me to study English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
17. I always feel that the other students speak English better than
I do.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
18. Studying English is important for me because it will enable me
to understand and appreciate English art and literature better.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
19. I would rather spend my time on subjects other than English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
20. I get nervous and confused when I am speaking in my English
class.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	 Agree	 Agree	 Agree
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21. I ofen wish I could read newspapers and magazines in another
language.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
22. Studying English is important for me because other people will
respect me more if I know a foreign language.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
23. My parents show considerable interest in anything to do with my
English courses.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
24. English is an important part of the school programme.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
25. I am afraid the other students will laugh at me when I speak
English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
26. Studying English is important for me because it will enable me
to better understand people from other countries and their
culture.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
27. My parents encourage me to practise my English as nuch as
possible.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
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28. I wish I could give up the study of English entirely when I
leave school because I am not interested in it.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
29. My parents have stressed the importance English will have for
me when I leave school.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
30. I would really like to learn a lot of foreign languages.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
31. I plan to learn as much English as possible.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
32. My parents feel that I should really try to learn English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
33. Learning English is a waste of time.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
34. I would study a foreign language in school even if it were not
required.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
35. I think that learning English is dull.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
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36. I think I would enjoy meeting and listening to people who speak
other languages.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
37. My parents urge me to seek help from my teacher when I am
having problems with my English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
38. I love learning English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
39. Studying a foreign language is an enjoyable experience.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
Student Questionnaire : Part II-A
Please answer the following items by circling the letter of the
alternative which appears most applicable to you. You are requested
to be as accurate as possible since the success of this
investigation depends upon it. Remember you are to circle one
letter only.
1. I actively think about what I have learned in my English class:
a. very frequently.
b. hardly ever.
c. from time to time.
2. During English classes, I would like:
a. to have a combination of English and Bengali spoken.
b. to have as much Bengali as possible spoken.
c. to have only English spoken.
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3. If English were not taught in school, I would:
a. pick up English in everyday situations (e.g. by reading
English books and newspapers, trying to speak it whenever
possible, etc.).
b. not bother learning English at all.
c. try to obtain lessons in English somewhere else.
4. I find studying English:
a. not interesting at all.
b. no more interesting than most subjects.
c. very interesting.
5. If there were a local English TV Station, I would:
a. never watch it.
b. turn it on occasionally.
c. try to watch it often.
6. Compared to my other courses, I like English:
a. more than most others.
b. about average.
c. less than most others.
7. When I hear an English song on the radio, I:
a. listen to the music, paying attention only to the easy
words.
b. listen carefully and try to understand all the words.
c. change the station.
8. If there were an English Club in my school, I would:
a. attend meetings from time to time.
b. be most interested in joining.
c. definitely not join.
9. Considering how I study English, I can honestly say that I:
a. do enough work to get by.
b. will pass on the basis of sheer luck or intelligence.
c. really try to learn English.
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10. If it were up to me whether or not to take English I:
a. would definitely take it.
b. would drop it.
c. don't know whether I would take it or not.
11. When it comes to English homework, I:
a. put some effort into it, but not as much as I could.
b. work very carefully, making sure I understand everything.
c. just skim over it.
12. If the opportunity arose and I knew enough English, I would
watch English TV programmes:
a. sometimes.
b. as often as possible.
c. never.
13. When I am in an English class, I:
a. volunteer answers as much as possible.
b. answer only the easier questions.
c. never say anything.
14. If there were English-speaking families in my neighbourhood, I
would:
a. never speak English with them.
b. speak English with them sometimes.
C.	 speak English with them as much as possible.
15. After I get my English assignments back, I:
a. always rewrite them correcting my mistakes.
b. just throw them in my desk and forget them.
c. look them over, but don't bother to correct mistakes.
16. If I had the opportunity and knew enough English, I would read
English magazines and newspapers:
a. as often as I could.
b. never.
c. not very often.
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17. If my teacher wanted someone to do an extra English assignment,
I would:
a. definitely not volunteer.
b. definitely volunteer.
c. only do it if the teacher asked me directly.
18. If I had the opportunity to see an English play, I would:
a. go if I had nothing else to do.
b. definitely go.
c. not go.
19. When I have a problem understanding something we are learning
in English, I:
a. immediately ask the teacher for help.
b. only seek help just before the exam.
c. just forget about it.
20. If I had the opportunity to speak English outside school, I
would:
a. never speak it.
b. speak English most of the time, using Bengali only if
really necessary.
c. speak it occasionally using Bengali whenever possible.
Student Questionnaire : Part II-B 
In the following part of the questionnaire you will find a
statement with four possible answers given. You are requested to
read the statement and then rank the alternatives from '1' to '4' as
they apply to you. Please mark "1" for the alternative most
applicable to you, "2" for the next most applicable, and so on.
It may be that you have some reason which has not been included
among the alternatives. Item " e" is therefore left blank to allow
you to include your own personal reason. Insert your reason in the
space provided and include it anywhere in the ranking that you think
it belongs. If item "e" is included, the ranks will, of course, run
from '1' to '5'.
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I am studying English because:
a. it is a compulsory course.
b. it will allow me to meet and converse with more people and
with more varied people.
C.	 I think it will help me to better understand
English-speaking people and their way of life.
d. I think it will be useful in getting a good job one day.
e. Any other personal reason (please explain) 	
Student Questionnaire : Part III 
The purpose of this part of the questionnaire is to determine
your ideas and impressions about your English Course and your
English Teacher. In answering this section, you will be asked to
rate these impressions on a number of scales. Place a check mark
( ) along the scales as you think it applies to your English
Teacher and English Course. You are to rate each impression on each
of the scales in order. For instance, if you think that your
English Teacher is extremely interesting, place your check mark ( )
in the first space and so on.
Student Questionnaire : Part III-A
My English Teacher 
1.	 interesting	 : •
. : •. •. :	 boring
2. competent : •• •• •. •. : incompetent
3. friendly : •• •• •. •. : unfriendly
4. trusting •
	 	 •
•
. •. •. :	 suspicious
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5.	 polite •• •• •. :	 impolite
6. exciting •• •• •. •. :	 dull
7.	 reliable •• •• .. :	 unreliable
8. capable •• •• • •. :	 incapable
9.	 fascinating
	 : 
•
•
•
• • -. : uninteresting
10. patient •• •• •
.
•
. :	 impatient
11.	 good •• •• •. : :	 bad
12.	 organized	 : •• •• •. •. : disorganized
13.	 dependable	 : •• •• •. : undependable
14.	 interested	 : •• •• • • : disinterested
15.	 efficient	 : •• •• •. :	 inefficient
16.	 imaginative	 : •• •• •. :	 unimaginative
17.	 intelligent	 : •• •• •. :	 unintelligent
18. considerate	 : •• •• •• •• : inconsiderate
19. approachable: •• •• •• •• : unapproachable
.20. cheerful	 - •. •• •. : miserable
21.	 colourful	 : •. •• •• :	 colourless
22.	 industrious	 : -. •• •• :	 lazy
23.	 pleasant •• •. •• •• :	 unpleasant
24.	 sensitive	 •. •. •• •• :	 insensitive
25.	 sincere	 : •. •. •• :	 insincere
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Student Questionnaire : Part III-B 
My English Course 
1. meaningful
	 : 	 •. ••
•
• : meaningless
2. enjoyable	 : 	 •. : •. : unenjoyable
3.	 absorbing	 : 	 •
.
•
. : monotonous
4. effortless	 : •. •. :	 hard
5.	 nice	 •. •. •. :	 awful
6.	 interesting	 : 	 •. -. :	 boring
. 	7.	 good	 • •. •. :	 bad
. 	8.	 simple	 • •. • : complicated
. 	9.	 agreeable	 • •. •. : disagreeable
10.	 fascinating	 : 	 -. •. :	 uninteresting
. 	11.	 valuable • •. •. : worthless
12. necessary	 : 	 .. .. : unnecessary
13.	 appealing	 : 	 •. •• .. :	 unappealing
.14.	 useful	 • 	 .. .. :	 useless
15. elementary	 : 	 •• •• •. : complex
16.	 pleasurable	 : 	 •• ••
-. :	 painful
17.	 educational	 : •• •• •. :	 uneducational
18. rewarding	 : 	 •• •• •. : unrewarding
19.	 easy	 •. •• •• •. :	 difficult
20. satisfying	 : 	 •. : •. : unsatisfying
21.	 important	 : •• •• •. : unimportant
22.	 pleasant	 : 	 •. •. : unpleasant
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23.
	 exciting : 	 •. •• •• :	 dull
24. clear • 	. •. •• •• : confusing
25. colourful • 	. •. •• •• :	 colourless
Student Questionnaire : Part IV
1. One of your friends believes that since Bengali is our mother
tongue, there is no need for us to learn English. What would
you say to him?
Appendix B
Attitude/Motivation Questionnaire for Parents
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Parent Questionnaire Location Key
Scale	 Item Numbers	 Part
Attitudes toward Learning English 2,7,10,14,17,21 	 I
Interest in Foreign Languages
	
4,9,16,22,24	 I
Integrative Orientation
	 5,13,20,23	 I
Instrumental Orientation
	 3,8,11,18
	 I
Parental Encouragement
	 1,6,12,15,19	 I
Motivational Intensity
	 1,3,5,7,9	 II-A
Desire to Learn English
	
2,4,6,8,10	 II-A
Orientation Index	 1	 II-B
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Letter to the Parents 
Dear Sir,
We are conducting a research project concerning the teaching
and learning of the English language in the Secondary Schools in
Bangladesh. Because parental views are very important in the
context of programme evaluation and programme planning, we need to
know how you feel about a number of things that may be related to
pupil performance in English language.
To the best of our knowledge, parent's feelings about
second/foreign language programmes have never been systematically
studied so far in this country. Thus, if you are able to provide us
with the following information we will be very grateful.
Specifically we would appreciate your cooperation in filling out the
enclosed questionnaire which mainly deals with your opinions
regarding the value English might have for your child. The
questionnaire has been designed so that it can be answered quickly
and easily, generally by circling the alternative which best
expresses your own views. Despite your busy schedule, would it be
possible for you to fill out this questionnaire and have your child
return it in the enclosed envelope to the Principal/The Headmaster/
The Headmistress of the College/high School from whom it may be
collected by the researcher?
We would like to assure you that any information you provide
will be absolutely confidential. To ensure this, we have developed
a coding system whereby the scores of each child will be given a
code number. Following initial coding, the information can in no
way be traceable to you or your child. Your child's code number is
written on the enclosed questionnaire. This is necessary in order
for us to correlate data provided by parents and children
participating in this study. The code will be known to the
researcher only, who once all data have been obtained will destroy
the code, and thereby, any link between the code number and
individual names.
In order to promote uniformity in the questionnaire answers, we
would appreciate it if the child's father would complete the
questionnaire expressing his own opinions; however, if this is not
possible in view of the prevailing circumstances (e.g. if the father
is not alive or is away from home) we would appreciate the legal
guardian's views. If the father or the legal guardian is
illiterate, he or she may complete the questionnaire with the help
of his/her child or ward, but the opinions expressed should be the
opinion of the parent or the legal guardian.
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Please return the completed questionnaire at your earliest
convenience in the enclosed envelope.
We greatly appreciate your participation in this project.
Sincerely Yours,
S.M. Fazlul Hague
Researcher
Peter Grundy
Research Supervisor,
School of English,
University of Durham,
United Kingdom.
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Parent Questionnaire 
All your responses will be kept strictly confidential and
cannot be traced to any individual. If you do not want to answer
any particular item you do not have to. However, you should
appreciate that the usefulness of your questionnaire will be
lessened to the extent that you do not answer each item. We,
therefore, request you to answer all items unless it is important to
you personally to omit certain ones. Please respond as openly as
possible.
General Information 
Age:	 Mother Tongue: 	
Level of education completed:
Occupation (please specify e.g. if service state rank or status. If
business please specify the nature of business):
Please complete the questionnare after you have completed the
general information.
Questionnaire : Part I 
You are about to read a number of statements with which some
people agree and others disagree. There are no right or wrong
answers since many people have different opinions. Please indicate
your opinions about each statement by circling the alternative below
it which best indicates the extent to which you disagree or agree
with that statement.
After reading the sample statement, circle the alternative
below the statement which best expresses your feeling.
E.g. Blue is my favourite colour.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
In answering this question, you should have circled one of the
above alternatives. Some people would circle "Strongly Disagree",
others would circle "Strongly Agree", and still others would circle
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one of the alternatives in between. Which one you have circled
shows your feelings based on everything you know and have heard.
Note, there is no right or wrong answer. All that is important is
that you express your personal feeling.
1. I strongly encourage my child to study English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
2. Learning English is really great.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
3. Studying English is important because I think it will help my
child to get a good job one day.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
4. If I were visiting a foreign country I would like to be able to
speak the language of the people.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
5. Studying English is important because it will allow my child to
meet and converse with more people and with more varied people.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
6. I show considerable interest in anything to do with my child's
English courses.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
7. I think that learning English is dull.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	 Agree	 Agree	 Agree
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8. Studying English is important because I think it will make my
child a more knowledgeable person.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
9. I enjoy meeting and listening to people who speak other
languages.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
10. I really enjoy learning English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 $1.09TE
11. Studying English is important prinarily because my child may
need it in a future career.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
12. I try to help my child with his/her English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
13. Studying English is important because it would enable my child
to understand English art and literature better.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	 Agree	 Agree	 Agree
14. Learning English is a waste of time.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
15. I feel that my child should devote more time to his/her English
studies.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	 Agree	 Agree	 Agree
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16. Studying a foreign language is an enjoyable experience.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
17. I love learning English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
18. Studying English is important because other people will respect
my child more if he/she has a knowledge of a foreign language.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	
Agree	 Agree	 Agree
19. I urge my child to seek help from the teacher if he/she is
having problems with English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
20. Studying English is important for my child because it will
allow him/her to be more at ease with people who speak English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
21. I hate English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
22. I want to read the literature of a foreign country in the
original language rather than in translation.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
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23. Studying English is important because it would enable my child
to better understand people from other countries and their
culture.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
24. I would study a foreign language if I had the opportunity.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
Questionnaire : Part II-A
Please answer the following items by circling the letter of the
alternative which appears most applicable to you. You are requested
to be as accurate as possible since the success of this
investigation depends upon it.
1. I sit and watch English programmes on TV with my child:
a. never.
	 b. once in a while.	 c. often.
2. If I had the opportunity and knew enough English, I would read
English magazines and newspapers:
a. never.
	 b. rarely.	 c. often.
3. I ask my child for English translations of Bengali words:
a. never.
	 b. rarely.	 c. often.
4. If I had the opportunity to see an English play, I would:
a. not go.	 b. go only if I had
	 c. definitely go.
nothing better to do.
5. Of the books and magazines I buy for my family:
a. none of them	 b. a few of them are in c. many of them
are in English.	 English.	 are in English.
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6. If there were English-speaking families in my neighbourhood I
would:
a. never speak
	
b. speak English with
	
c. speak English
English with
	
them sometimes.	 with them as
them.	 much as
possible.
7. I ask my child about his/her English classes:
a. never.
	 b. sometimes.
	 c. often.
8. If the opportunity arose and I knew enough English, I would
watch English programmes on TV:
a. never.
	 b. sometimes.	 c. as often as
possible.
9. If I was given the opportunity to learn English:
a. I would	 b. I don't know whether c. I would
definitely not
	
I would take it or 	 definitely
take it.	 not,	 take it.
10. I think studying English would be:
a. less interesting b. no more interesting 	 c. definitely more
than other	 than other subjects.	 interesting
subjects.	 than other
subjects.
Questionnaire : Part II-B 
In the following part of the questionnare you will find a
statement with four possible answers given. You are requested to
read the statement and then rank the alternatives from '1' to '4' as
they apply to you. Please mark "1" for the alternative most
applicable to you, "2" for the next most applicable, and so on.
It may be that you have some reason which has not been included
among the alternatives. Item "e" is therefore left blank to allow
you to include your own personal reason. Insert your reason in the
space provided and include it anywhere in the ranking that you think
it belongs. If item "e" is included, the ranks will, of course, run
from '1' to '5'.
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My child should study English because:
a. I think it will some day be useful in getting a good job.
b. I think it will allow him/her to understand the people who
speak English better.
C.
	
It will allow him/her to meet and converse with more
people and with more varied people.
d. A knowledge of two languages will make him/her a better
educated person.
e. Any other personal reason (please explain) 	
Appendix C
Attitude/Motivation Questionnaire for Teachers
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Teacher Questionnaire Location Key
Scale	 Item Numbers	 Part
Attitudes toward Learning English 1,6,11,16,20,24 	 I
Attitudes toward English as a
subject in the School Curriculum 	 4,8,14,18,22,26	 I
Interest in Foreign Languages
	
2,5,9,12,15,19
	 I
Integrative Orientation 	 3,10,21,25	 I
Instrumental Orientation
	 7,13,17,23	 I
Orientation Index
	 Only one item	 II
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Letter to the Teachers 
Dear Colleague,
We are conducting a research project concerning the teaching
and learning of English language in Secondary Schools in Bangladesh.
Since teacher's views are very important in the context of programme
evaluation and programme planning, we need to know how you feel
about a number of things that may be related to pupil performance in
English language.
To the best of our knowledge, teacher's feelings about
second/foreign language programmes have never been systematically
studied so far in this country. Thus, if you are able to provide us
with the following information we will be very grateful.
Specifically we would appreciate your cooperation in filling out the
enclosed questionnaire which mainly deals with your opinions
regarding the value English might have for your students. The
questionnaire has been designed so that it can be answered quickly
and easily, generally by circling the alternative which best
expresses your own views. Despite your busy schedule, would it be
possible for you to fill out this questionnaire and return it in the
enclosed envelope?
We would like to assure you that any information you provide
will be absolutely confidential. You don't have to write your name
on the questionnaire. Please write the code number given to you by
the researcher.
We greatly appreciate your participation in this project.
Thanking you.
Sincerely Yours,
S.M. Fazlul Hague
Researcher
Peter Grundy
Research Supervisor,
School of English,
University of Durham,
United Kingdom.
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Teacher Questionnaire
All your responses will be kept in the strictest confidence and
cannot be traced to any individual. If you do not want to answer
any particular item you do not have to. However, the usefulness of
your questionnaire will be lessened to the extent that you do not
answer each item. We, therefore, request you to answer all items
unless it is important to you personally to omit certain ones.
Please respond as openly as possible since the success of the
project depends on your answers.
General Information 
Code No: Age:	 Sex: Male/Female Mother Tongue:
Level of education completed:
Teaching experience: 	  Years
Please complete the questionnare after you have completed the
general information section.
Questionnaire : Part I 
You are about to read a number of statements with which some
people agree and others disagree. There are no right or wrong
answers since many people have different opinions. Please indicate
your opinions about each statement by circling the alternative below
it which best indicates the extent to which you disagree or agree
with that statement.
E.g. Blue is my favourite colour.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
In answering this question, you should have circled one of the
above alternatives. Some people might circle "Strongly Disagree",
others might circle "Strongly Agree", and still others might circle
one of the alternatives in between. Which one you have circled
shows your feelings based on everything you know and have heard.
Please note that there is no right or wrong answer. All that is
important is that you express your personal feeling.
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1. Learning as well as teaching English is a waste of time.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
2. Every educated person should study a foreign language.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
3. Our students should study English in order to be able to meet
and converse with more people and with more varied people.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
4. English is an important part of the school programme.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	
Agree	 Agree
	 Agree
5. If I were visiting a foreign country I would like to be able to
speak the language of the people.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	
Agree	 Agree	 Agree
6. It is not necessary for the Bangladeshis to learn English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	
Agree	 Agree	 Agree
7. Our students should study English because people will respect
them more if they have a knowledge of a foreign language.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
8. Every student should try to learn English like other subjects
in the school curriculum.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	 Agree	 Agree	 Agree
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9. One should enjoy meeting and listening to people who speak
other languages.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	 Agree	 Agree	 Agree
10. Our students should study English to understand English art and
literature better.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
11. No one is really educated unless he has a good command of the
English language.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
12. Studying a foreign language is an enjoyable experience.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	
Agree	 Agree	 Agree
13. Studying English is important primarily because our students
may need it ln their future careers.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
14. English is the most interesting subject in school.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree
	
Agree	 Agree	 Agree
15. I want to read the literature of a foreign country in the
original language rather than in translation.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
16. A student should study English language even if he is not
required to study it as a subject in the curriculum.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
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17. Studying English is important because I think it will help our
students to get a good job one day.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
18. More school time should be given to English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
19. We should try to learn as many foreign languages as we can.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
20. I have a great fascination for learning English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
21. Studying English is important for our students because it will
allow them to be at ease with people who speak English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
22. English is important for the national interests of a developing
country like Bangladesh.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
23. Studying English is important because I think it will make our
students more knowledgeable persons.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
24. I dislike learning English.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree 	 Agree	 Agree	 Agree
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25. Studying English is important for our students because it may
enable them to better understand people from other countries
and their culture.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
26. English may be useful to every student in the future.
Strongly Moderately Slightly Neutral Slightly Moderately Strongly
Disagree Disagree Disagree	 Agree	 Agree	 Agree
Teacher Questionnaire : Part II 
In the following part of the questionnare you will find a
statement with four possible answers given. You are requested to
read the statement and then rank the alternatives from '1' to '4' as
they apply to you. Please mark "1" for the alternative most
applicable to you, "2" for the next most applicable, and so on.
It may be that you have some reason which has not been included
among the alternatives. Item "e" is therefore left blank to allow
you to include your own personal reason. Insert your reason in the
space provided and include it anywhere in the ranking that you think
it belongs. If item "e" is included, the ranks will, of course, run
from '1' to '5'.
Our students should study English because:
a. I think it will some day be useful in getting a good job.
b. I think it will help them to better understand the people
who speak English.
C.	 It will allow them to meet and converse with more people
and with more varied people.
d. A knowledge of two languages will make them a better
educated person.
e. Any other personal reason (please explain) 	
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Names of the judges for the content validation of the
Attitude/Motivation Questionnaires.
1. Peter Grundy, B.A. (Leeds), M.Phil. (Cantab.)
Research Supervisor,
School of English,
University of Durham,
United Kingdom.
2. M.S. Byram, B.A., Ph.D. (Cantab.)
School of Education,
University of Durham,
United Kingdom.
3. Ahsanul Hague, M.A. (Dhaka and Bristol)
Chairman,
Department of English,
University of Dhaka,
Dhaka, Bangladesh.
4. B. Wajihur Rahman, M.A. (Dhaka & Colorado), Ed.D. (Colorado)
Associate Professor of English,
Institute of Education and Research,
University of Dhaka,
Dhaka, Bangladesh.
5. Shamsun Nahar Islam, M.A.B.T. (Dhaka); Diploma in TESL
(Edinburgh); Certificate in TEFL
(Beirut)
Vice Principal,
Teacher	 Training College,
Dhaka, Bangladesh.
6. Mazharul Huq, M.A. M.Ed. (Dhaka), C.A.L.T.E. (Essex)
Assistant Professor of English,
Teacher	 Training College,
Dhaka, Bangladesh.
7. Anwarul Hague, B.A.(Hons.), M.A. (Dhaka)
Associate Professor of English,
and
Member Directing Staff (Languages),
National Institute of Educational Administration,
Extension and Research,
Dhaka, Bangladesh.
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8. Selina Mohsin, B.A. (Hons.), M.A. (Dhaka), M.A. (Washington),
English Language Specialist,
National Institute of Educational, Administration, Extension,
and Research,
Dhaka, Bangladesh.
9. Md. Jahirul Hague, B.A. B.Ed. (Dhaka); Diploma in Teaching
English Overseas (Leeds)
Assistant Headmaster,
Govt. Laboratory High School,
Dhaka, Bangladesh.
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Names	 of	 the	 members	 of	 the	 English	 Language	 Teaching	 Task
Force	 set	 up	 by	 an	 order	 No.	 5/7AS-38/75	 dated	 27.10.75	 of	 the
Ministry	 of	 Education,	 Government	 of	 the	 People's	 Republic	 of
Bangladesh.
1. Dr. M. Nurul	 Hag,
Director,
Bangladesh Education Extension and
Convenor
Research Institute,
Dhaka.
2. Mrs. Rokeya Sultana,
Vice Principal,
Teacher	 Training College,
Dhaka.
Member
3. Mr. Mohammad Mohiyud-Din,
Director,
Institute of Modern Languages,
Dhaka University, Dhaka.
Member
4. Dr. Shamsul Huq,
Director,
Institute of Education and Research,
Dhaka University, Dhaka.
Member
5. Dr.	 B.6. Rahman,
Associate Professor,
Institute of Education and Research,
Dhaka University, Dhaka.
Member
6. Mr. Shamsul Huda,
Retired Vice-Principal,
Teacher	 Training College, Dhaka.
Member
7. Mr. M. Noman,
A.D.P.I.	 (College Education),
Directorate of Public Instruction,
Dhaka.
Member
8. Mr. A.M. Azhar Hossain,
Secretary,
Bangla Academy, Dhaka.
Member
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9. Mr. S.M. Omar Ali,	 Member
Senior Lecturer,
Residential Model School, Dhaka.
10. Mr. M.G. Mustafa,	 Member
Lecturer,
Dept. of English,
Dhaka College, Dhaka.
11. Dr. Serajul Islam Chowdhury, 	 Member
Chairman,
Dept. of English,
Dhaka University, Dhaka.
12. M.J.G. Mumme,
Specialist,
Bangladesh Education Extension and
Research Institute,
Dhaka.
Member
13. Mr. E.T.J. Phillips, 	 Member
Representative,
The British Council, Dhaka.
14. Mr. A.D. Johnson,	 Member
Education Officer,
The British Council, Dhaka.
15. Mr. Md. Solaiman Akhand, 	 Member
Specialist in English,
Bangladesh Textbook Board, Dhaka.
16. Mr. Abu Mohammed,	 Member
Inspector of Colleges,
Board of Intermediate and Secondary Education,
Dhaka.
17. Mr. M.A. Jabbar,	 Member
Deputy Education Adviser,
Ministry of Education,
Dhaka.
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Achievement Test : Part I 
Time allowed
35 minutes
Structure Test I 
Read each of the following sentences and underline the most
suitable word given in brackets.
Example:
on
There is a book
	
In
	
the table.
at
a
Mr. Huq had a shop. It was between a school and
	 an	 mosque.
one
some
In the shop there were two boys and 	 any	 old man.
an
Each
Both	 the boys spoke to him.
Two
Anwar asked Mr. Huq the following questions:
any
Anwar: Have you	 a	 sugar today?
one
any.
Mr. Huq: No. I haven't	 some.
nothing.
When
Anwar.	 What	 will you get some?
Which
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to
Mr. Huq: Tomorrow at eight o'clock 	 of	 the morning.
in
from
Anwar: What is the difference 	 of	 those two pineapples?
between
one
Mr. Huq: One is ripe but the
	 other	 is not.
others
selling
Anwar: Do you	 sells	 newspapers?
sell
does.
Mr. Hug: No, I don't but my brother
	 makes.
is.
taking
Anwar bought some rice and 	 take	 it to his mother.
took
Structure Test II 
Ali and Anwar are friends. They go to different schools.
Yesterday they met near All's home.
May
Ali:
	
Shall
	
I ask you to come to my house for a cup of tea?
Will
Anwar: Thank you.
wany
Ali: How	 much	 sugar do you like in your tea?
more
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very much
Anwar: Not
	
much	 , thank you.
more
many
Ali: How	 much	 students are there in your school?
more
much
Anwar: Not as	 many	 as in yours. There are only 800.
few
most
Ali: My school is the
	
biggest
	
in the whole city.
bigger
better
It is also	 best	 than any other.
more good
more
Anwar: No, it isn't. Our school always has
	
the most	 passes.
best
in S.S.C.
once
Ali: Our school	 ever	 wins the football competition.
always
often
Anwar: My school isn't big	 enough	 to win that competition.
very much
great
I think your school has
	
twice	 many students.
too
to win
It is easy
	
win	 sports competitions when you have a
wins
lot of students.
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been going
Ali: How long have you
	
going	 to your school?
went
am
Anwar: I
	
has been
	
there for three years.
have been
such
Ali: What are the teachers
	
like
	
in your school?
good
enough
Anwar: They are	 very	 good.
much
They prepare their lessons
most carefully.
most careful.
more careful.
very well.
Ali: I like my school
	
very much.
enough.
as well as.
instead of.
more than.
Next year you may like to come to my school
to yours.
good.
Anwar: I will not. My school is much	 better.
best.
Achievement Test : Part II 
Time allowed
25 minutes
Vocabulary Test
Four words are given below each of the sentences to fill in the
blanks. Please underline the most suitable words.
Example: The curry was very
A. tasty	 B. fast	 C. blue	 D. tired
1. He was a cruel man and had a bad
A. fame	 B. reputation
	
C. esteem	 D. favour
2. He is	 and often breaks things.
A. grateful
	
B. regular	 C. particular
	
D. clumsy
3. He has never	 to my letter.
A. commanded	 B. argued C. asked	 D. responded
4. The injured man could only 	  across the room.
A. crawl	 B. scratch C. wander	 D. journey
5. I was afraid of the	 animal.
A. charming	 B. fierce
	
C. obedient	 D. timid
6. No one had ever seen that
	
bird before.
A. suitable	 B. temporary	 C. rapid	 D. rare
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7. We must 	
 the great buildings of the past.
A. invent	 B. preserve C. imagine	 D. prevent
8. We shall soon find a
	
to this problem.
A. reputation
	 B. proposal	 C. solution	 D. fascination
9. He was badly hurt when the two cars
A. collided	 B. performed	 C. constructed	 D. unpacked
10. He was always hard-working and 	  to help.
A. affectionate	 B. eager
	
C. amused	 D. accurate
11. The knife was too	 to cut the rope.
A. blunt	 B. busy	 C. suitable	 D. wasteful
12. The old house was in a very bad
A. agency
	
B. scenery	 C. proposal
	
D. condition
13. He was afraid and wanted to	 ydaivger.
A. imitate	 B. secure C. avoid	 D. improve
14. He went out during the	 in the film.
A. interval	 B. middle
	
C. variety	 D. invention
15. he will	 quickly from this illness.
A. recover	 B. remind	 C. pretend	 D. provide
16. She was clever and	 with her hands.
A. fashionable	 B. skilful	 C. bored	 D. fragile
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17. He was not very hungry, so he ate only a 	
 amount
of food.
A. similar	 B. moderate C. careful	 D. typical
18. He never 	
 his true feelings from me.
A. conceals
	
B. permits	 C. limits	 D. governs
19. Everyone praised him for his	 action.
A. mean	 B. noble	 C. brief	 D. hasty
20. The beggar had many 	 in his clothes.
A. torrents	 B. seals C. patches	 D. effects
- 442 -
Achievement Test : Part III 
Time allowed
30 minutes
Reading Comprehension Test 
Read the passage first - then look at the question sheet.
There are four answers to each question (A, B, C and D). Choose the
best answer. Then underline or tick the letter only.
This is the story of All Ahmed. All's father was a farmer. He
was not as rich as other farmers, but he had a cow. One day Ali was
in the fields near his village. He was with his father's cow. It
was nearly five o'clock when he heard the noise of guns. At that
time there was a war in his country. "There are some soldiers near
here," All thought. "They are fighting. I shall take the cow back
to the village." But the cow was afraid and ran away. All followed
it but he could not stop it.
Ali thought, "My father will be angry. The cow is the best in
our village. It gives much milk everyday. No other cow gives as
much milk as it does." The noise of the guns stopped. Night came
and Ali thought, "I cannot find the cow now. I shall go back to the
village. I cannot stay here. To-night it will be cold and I have
no quilt."
He began to walk across the fields. Then he heard a noise. He
stopped and listened very carefully. He thought, "A man is
praying". Ali slowly went near the man. "Are you hurt?" he asked.
"Yes", replied the man. The pain in my leg is terrible. There is a
bullet in it. I cannot move. I need water or I shall die. Please
will you bring me some water?"
All saw the man's clothes. Then he knew he was a soldier. He
was an enemy too. He thought, "It is difficult to help an enemy.
But I cannot be cruel." He said to the soldier, "I shall come
back."
When he got home he told his father about the cow and the
soldier. His father was not angry but he said, "You are too tired
to help the soldier." All said, "No, I am strong enough to walk
back. You cannot find the way."
Ali and his father found the soldier and helped him. The
following day they found the cow. Everyone said All was brave as
well as kind.
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Question Sheet : Underline or tick the best answer (A, B, C or D)
1. All's father was
A. very rich.
B. very poor.
C. not so rich.
D. very kind.
2. All heard the noise of guns
A. in the afternoon.
B. at midnight.
C. in the morning.
D. the next day.
3. All was in the fields with
A. his father.
B. a farmer.
C. a cow.
D. some soldiers.
4. Al's cow
A. ate grass.
B. ran home.
C. ran away.
D. followed Ali.
5. There was a bullet
A. in the cow.
B. in the man's leg.
C. in the man's head.
D. in All's leg.
6. All saw a man. The man was
A. hurt.
B. cold.
C. dead.
D. kind.
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7. The man wanted
A. a gun.
B. the cow.
C. water.
D. food.
8. The soldier was
A. an enemy.
B. a friend.
C. a boy.
D. a kind man.
9. The following day All and his father found
A. the soldier.
B. the cow.
C. the soldier and the cow.
D. a brave boy.
10. All's cow was a good cow because
A. it was kind.
B. it followed Ali.
C. it came back home.
D. it gave much milk.
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Names of the schools surveyed and the dates for the
administration of the Attitude/Motivation Test Battery and the
Achievement Test.
Name of School
Date of Administration
of the Attitude/
Motivation Test Battery
Date of Administration
of the Achievement
Test
Vikharunnessa
Noon School,
Dhaka 20.9.87 21.9.87
Azimpur Girls
High School,
Dhaka 22.9.87 23.9.87
Natun Paltan
Line Boy's High
School, Dhaka 24.9.87 26.9.87
Rayer Bazar
Girl's High
School, Dhaka 27.9.87 28.9.87
Residential
Model School,
Dhaka 5.10.87 6.10.87
Holy Cross
School, Dhaka 7.10.87 8.10.87
Dhanmondi Govt.
Boy's High
School, Dhaka 10.10.87 11.10.87
Sher-e-Bangla
Nagar Govt.
Boy's High
School, Dhaka 12.10.87 13.10.87
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Appendix I
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